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Presidential note
In the previous edition of this journal, the Comenius Association has particularly 
addressed the issue of the sustainability of its actions and the impact of international 
projects on future teachers. Following on from these considerations we’ll have a 
closer look at the question of inclusive education: school inclusion, ‘how to integrate’, 
‘how to include’, how to enable every child, every young person in the making, to 
have a fulfilling school career.
In other words, how to (re) think a school at any level whatsoever, where everyone 
can find a place, space and time to grow, move, learn with others, with their own 
baggage, unique, sometimes quite different from others’?
Ultimately, this is an opening to otherness and beyond it, to the questioning of our 
educational policies and their inherent school systems.
The issue of inclusion, in all the diversity that seems to cover this concept, is central 
to this journal. Indeed, research, experiences, testimonies abound in this area to feed 
our educational thinking.
We would also like to emphasize that the Comenius Association is taking its first 
steps within the Conference of INGOs (International Non-governmental Organisation) 
of the Council of Europe in order to be granted in the future a participatory status. 
Currently the Association is starting collaborations in various committees such as 
‘Education and Culture’ or ‘Democracy, Social Cohesion & Global Issues’ and is 
working in groups related to them such as one entitled ‘Inclusive Societies - Active 
Coexistence: living together in order to do together’.
This simple title already gives us as a European network material to think and 
act. How will we, as institutions of teacher education and social educators, ensure 
that education becomes everyone’s preoccupation and that schools offer a place for 
everyone? What projects will we develop to highlight this essential aspect, this issue 
for today’s schools and the schools of the future? What can we do to enhance the 
already numerous projects existing all over Europe and the world to make inclusion in 
the broad sense a priority?
The Comenius Association, as a network of European partners, has once again the 
mission of being the mouthpiece of what exists as initiatives, research, international 
programmes and to be a place of emergence, a nursery for further projects and 
investigation. Through the central theme of this edition, let us move forward to the 
School of the future.
Geneviève Laloy 
Comenius Association President
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Dans la précédente édition de ce journal, l’Association Comenius s’est notamment penchée sur la question de  la durabilité de 
ses actions et l’incidence des projets internationaux sur les futurs enseignants. Dans le prolongement de ces réflexions se pose la 
question de l’éducation inclusive, l’inclusion scolaire, le «comment  intégrer», le «comment inclure», comment permettre à chaque 
enfant, chaque jeune en devenir, d’avoir un parcours scolaire épanouissant. 
En d’autres termes, comment (re) penser une Ecole, à quelque niveau que ce soit, où chacun peut trouver une place, un espace 
et un temps pour grandir, progresser, apprendre avec les autres, avec son propre bagage, unique, parfois tout à fait différent des 
autres?
C’est finalement une ouverture à l’altérité et au-delà de cela, à la (re) mise en question des politiques éducatives et leurs systèmes 
scolaires inhérents.
 La question de l’inclusion, dans toute la diversité que semble recouvrir ce terme, est donc centrale dans ce journal et les 
recherches, les expériences, les témoignages ne manquent pas dans ce domaine pour alimenter notre réflexion pédagogique.
Il faut par ailleurs souligner que l’Association Comenius fait ses premiers pas à la Conférence des OING (Organisation 
Internationales Non Gouvernementales) du Conseil de l’Europe en vue d’y avoir dans le futur un statut participatif reconnu. 
Actuellement l’Association démarre diverses collaborations dans les différentes commissions telles que « Culture et Education » 
ou «  Démocratie, Cohésion Sociale & Enjeux Mondiaux », ainsi que dans les groupes de travail qui y sont liés tel que celui qui 
s’intitule « Sociétés inclusives – Coexistence active: du vivre ensemble au faire ensemble ».
Au travers de ce simple intitulé, il y a déjà pour notre réseau de partenariat européen matière à réfléchir et à agir. Comment 
allons-nous, en tant qu’institutions de formation des enseignants et d’éducateurs sociaux veiller à ce que l’Education soit non 
seulement l’affaire de tous mais que l’Ecole donne une place à chacun? Quels projets allons-nous mettre en œuvre pour valoriser 
cet aspect essentiel, cet enjeu pour l’Ecole d’aujourd’hui et de demain? Qu’allons-nous faire pour valoriser les projets déjà 
nombreux qui existent un peu partout en Europe et dans le monde, pour faire de l’inclusion au sens large, une priorité? 
L’Association Comenius a une fois de plus la mission de se faire porte-voix de ce qui existe comme initiatives, recherches, projets 
internationaux, d’être un lieu d’émergence de nouveaux projets et recherches, telle une pépinière, grâce à ce réseau de partenaires 
européens. Au travers de la thématique centrale de cette édition, sachons aller de l’avant pour l’Ecole à venir.
Geneviève Laloy 
Présidente de l’Association Comenius
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Editorial Note
Inclusive Education appears as the possibility of construction of an inclusive society 
in which all the citizens are recognized and inform, eliminating all kinds of social, 
economic and cultural exclusions. Though, sometimes, the defense of the inclusive 
schools has linked itself to the defense of certain groups and specific groups with 
educational special needs, Inclusive Education tries to educate together to all students, 
with particular attention to those pupils who traditionally have been an object of 
exclusion in schools.
Implementing inclusive education is not an easy and immediate task, but it turns 
out indispensable to apply educational projects and inclusive experiences in the 
schools. To manage to leave behind the rhetoric of the good intentions and to achieve 
the idea that the equity and the educational quality are not opposite options. The 
Inclusive Education takes as fundamental aim the equitable attention of every single 
person who is learning, and being a process that must involve and inform the whole 
educational community.
Therefore, the Comenius Association aware of this relevant topic has proposed 
“Inclusive Education” as the special issue of this edition. Papers included in 
this journal edition, offer different perspectives and discussions about Inclusive 
Education elaborated with a range of methods, personal experiences and projects. 
All contributions pretend to provide a wide and updated international vision of this 
leading topic.
As conclusion, the school with the educational inclusive practices will be able to 
advance towards the social cohesion, the cultural strengthening, the individual well-
being and the backing of the fundamental values. In this way, the Inclusive Education 
is a right that guarantees the most human dimension of our society, is an exigency of 
our economic model and a factor of prevention of the social exclusion.
Nerea Hernaiz – Carmen Carmona – Joan María Senent(Eds.)
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L’Éducation Inclusive apparaît comme la possibilité de construction d’une société globale  dans laquelle tous les citoyens sont 
reconnus et participent, éliminant toutes sortes de barrières sociales, économiques et culturelles. Quoique, parfois, la défense des 
écoles inclusives se soit liée avec la défense de certains groupes  avec des besoins éducatifs  spéciaux, l’intégration se réfère à 
toutes les personnes et à tous les groupes. L’Éducation inclusive essaye d’instruire ensemble à tous les étudiants, prêtant attention 
particulière à ces élèves qui ont traditionnellement été exclus de  l’école.
Arriver à une éducation inclusive  n’est pas une tâche facile et immédiate. Il sera  indispensable appliquer des projets et 
développer des expériences inclusives dans les écoles et  laisser la rhétorique des bonnes intentions pour que  l’équité et la qualité 
éducative ne soient pas des options opposées.  L’Éducation inclusive a comme but fondamental l’attention personnalisée de 
chaque élève, étant un processus qui doit impliquer  la communauté éducative entière.
Pour ces raisons, l’Association Comenius a voulu proposer ce sujet pour tous ses collaborateurs. Les textes inclus dans cette 
édition du Journal, offrent des perspectives différentes et des analyses et discussions sur l’éducation inclusive  à partir d’une 
diversité  de méthodes, d’expériences personnelles et de projets. Toutes les contributions nous fournissent un large et  international 
aperçu de ce sujet principal.
L’école avec les pratiques éducatives inclusives pourra avancer vers la cohésion sociale, le renforcement culturel, le bien-être 
individuel et le soutien des valeurs fondamentales. De cette façon, l’éducation inclusive devient un droit qui garantit la dimension 
la plus humaine de notre société, une exigence pour notre modèle économique et un facteur de prévention de l’exclusion sociale.
Nerea Hernaiz – Carmen Carmona – Joan María Senent(Eds.)
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Clarifying Processes and Responsibilities in Inclusive 
Schools with the Web-based Tool “Kooperationsplaner”
ABSTRACT
Les enfants qui ont des besoins particuliers sont de plus en plus nombreux 
aujourd’hui à fréquenter des classes intégrées afin de favoriser l’égalité des chances. 
Les écoles qui adoptent un tel modèle connaissent à la fois une différenciation 
et une extension des fonctions pédagogiques. De ce fait, des spécialistes tels que 
des éducatrices et des éducateurs et des thérapeutes viennent compléter le corps 
enseignant ordinaire. Il en découle des modifications au niveau de l’attribution 
des rôles et des responsabilités ainsi qu’un besoin accru de coordination et 
de collaboration au sein de ces équipes pédagogiques multifonctionnelles. 
Ces changements constituent autant de défis. On voit notamment que des 
objectifs pédagogiques peu clairs sont une source récurrente de conflits. Le 
«Kooperationsplaner» (planificateur de collaboration), basé sur l’Internet, fait office 
de soutien pour les équipes d’enseignantes et d’enseignants ordinaires et spécialisés 
en leur permettant de préciser leurs activités, leurs attentes et leurs responsabilités 
respectives. Ainsi, lors d’une première étape, chacune des parties impliquées évalue 
pour elle-même son degré de responsabilité par rapport aux activités destinées à 
leurs élèves qui ont des besoins particuliers. Ensuite, ces évaluations individuelles 
sont automatiquement reportées sur un document pdf. Ce document constitue la 
base de négociation pour définir les responsabilités, les attentes et les activités au 
sein d’une équipe.
Dans notre contribution au numéro spécial du Comenius Journal 2015 consacré à 
l’enseignement intégré, nous nous proposons de présenter la conception générale 
du «Kooperationsplaner» et les expériences faites sur le terrain avec cet instrument 
élaboré dans le cadre d’une étude financée par le Fonds national de la recherche 
scientifique (FNS).
Veuillez vous référer au site www.kooperationsplaner.ch pour les compléments 
d’information. Nous regrettons que ce site ne soit disponible qu’en langue 
allemande pour l’instant.
Kosorok Labhart, Carmen
Lecturer
Thurgau University of Teacher
Education, Kreuzlingen, Switzerland
Kreis, Annelies
Dr., Senior Researcher and Lecturer
Institute for Education, University of 
Zurich, Switzerland
Wick, Jeannette
Dr., Senior Researcher and Lecturer
Institute for Education, University of 
Zurich, Switzerland
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When it comes to inclusive schooling 
of students with special educational 
needs, there are usually several types 
of staff involved. In addition to regular 
teachers, also special education teachers, 
remedial and assistant teachers, teachers 
for German as a second language and 
therapists work at schools nowadays. 
This has consequences for the 
instructional setting: the pedagogical 
duties are getting more diverse, which 
calls for improved collaboration and 
coordination processes (Kreis, Wick, & 
Kosorok Labhart, 2014; Lütje-Klose, 
2011). So besides entailing considerable 
potentials, this new constellation makes 
heavy demands on all the professionals 
involved. What is thus highly relevant to 
this context is a fact-oriented clarification 
of responsibilities and roles (Jordan, 
& Stanovich, 2004; Kreis, Wick, & 
Kosorok Labhart, 2014; Wocken, 
2012). Here, the “Kooperationsplaner” 
(“Collaboration Planner”, KP for short; 
Kreis, Kosorok Labhart, & Wick, 2014), 
a web-based tool developed within a 
study supported by the Swiss National 
Science Foundation, provides an easy-
to-apply framework for clarifying and 
coordinating the scopes of work among 
the pedagogical and therapeutic staff 
members. By means of a list of activities, 
perceptions of the responsibilities can 
be recorded individually. Following this, 
a report is generated which is up for 
discussion between the parties until an 
agreement on the necessary coordinative 
steps and activities to be taken is reached.
Fields of Pedagogical Activities and 
Collaborative Processes
All of the occupational fields and 
pedagogical activities listed in the 
KP are connected to inclusion. They 
are grounded in a review of pertinent 
theoretical and research literature, and 
were developed in a series of iterative 
processes with practising professionals. 
This procedure made it possible to 
maximize the compatibility with the 
actual daily routines at school. The 
activities to be considered relate to the 
following three basic occupational fields:
Diagnostic Assessments
Design of Learning Opportunities
Collaboration and Counselling
The occupational field “Diagnostic 
Assessments” includes activities 
which are aimed at clarifying whether 
and in what form students need 
remedial support. “Design of Learning 
Opportunities” consists of activities like 
deciding on and practically imparting 
adapted contents for students with 
special needs. The third occupational 
field “Collaboration and Counselling” 
performs a transversal function, 
since occasions for collaboration 
and counselling most often arise in 
connection with the other two fields. 
As the activity inventory is primarily 
intended to act as a means for facilitating 
orientation, users are free to add 
activities they deem relevant.
How is the KP Implemented?
In schools that have decided to 
clarify responsibilities and reorganize 
collaboration by means of the KP, all 
staff members first complete a form 
encompassing the occupational fields 
of the inventory independently of each 
other. In doing so they state to what 
extent they think of themselves and 
their respective partners responsible 
for a given activity – both at present 
and ideally. Thereafter they meet for 
a prearranged dialogue in order to 
compare their individual perceptions and 
personal judgments about the current 
and the target situation. As regards 
activities which reveal differences, they 
try to reach a consensus. To increase the 
binding character and sustainability of 
the procedure, the partners briefly record 
the upshot of their exchange. One crucial 
precondition for a successful application 
of the KP is confidentiality: information 
may only be passed on, if all the 
individuals involved explicitly agree.
Figure 1: Implementation cycle for clarifying occupational fields and responsibilities 
with the tool “Kooperationsplaner”.
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Experience shows that the practical 
realization of inclusive education 
depends on a variety of factors that can 
change during the course of a school 
year, and thus make certain adjustments 
necessary (Kreis, Wick, & Kosorok 
Labhart, 2014). This is why the staff 
members ought to meet again after 
an implementation phase – e.g. at the 
beginning of a new school year – so as 
to see whether their current distribution 
of responsibilities is in need of further 
clarification.
The German version of the KP was 
launched in January 2014. It is available 
in print (Kreis, Kosorok Labhart, & 
Wick, 2014) and in a web-based open 
access format, both of which are in active 
use. All the information and functions 
pertaining to the implementation of the 
tool can be retrieved from the website 
(http://www.kooperationsplaner.ch). 
Moreover, a video clip produced by 
KP-users shows a fictive example of 
a possible implementation scenario 
(Hofmann, & Jezek-Schwager, 2014).
When is the KP Put into Operation?
The clarification of responsibilities 
and roles at an early stage of team 
development processes is conducive 
to fruitful collaboration without 
serious frictions and conflicts. Thus, an 
implementation of the KP is especially 
recommended in times of staff turnover, 
in the case of changing capabilities 
of the students, or if a new concept of 
inclusive education is to be introduced. 
Still, reflecting on the customary ways 
of collaborating and addressing hitherto 
unexpressed expectations can be 
beneficial also in well-attuned teams that 
are used to working together.
School principals can utilize an 
anonymised group version of the 
KP to foster processes of quality 
management and quality development 
in their pedagogical teams. This 
may be necessary in situations in 
which the school-internal scopes and 
responsibilities need to be clarified 
altogether, e.g. in connection with 
the implementation of new concept 
of inclusive education, or if the team 
is supposed to develop a shared 
understanding of and a common 
language for talking about inclusion. 
The tool is suitable for all levels of the 
education system at which regular and 
special needs teachers are cooperatively 
in charge of their students. However, 
as inclusive activities strongly depend 
on the actual structural conditions, it 
is necessary to ascertain before the 
implementation of the tool whether the 
proposed activity inventory matches 
the regional occupational context. The 
authors are very open to any suggestions 
regarding the development of the tool.
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Implementation of Inclusive Pedagogy During Nature 
Education 
Megyeri, Anna Runyó
PhD, College Associate Professor 
Apor Vilmos Catholic College, Vác, 
Hungary
ABSTRACT
Dans la plupart des cas l’inclusion n’est liée qu’aux élèves handicapés ou aux 
«élèves à besoins éducatifs particuliers». Pourtant dans la pédagogie inclusive il 
s’agît de l’éducation de tout enfant, de tout jeune. Un de ses critères importants 
est d’essayer de minimaliser les obstacles pour tous les élèves. Cette pédagogie 
est fondée sur le principe selon lequel l’inclusion des enfants et des jeunes dans le 
processus de l’éducation et leur motivation d’y participer ensemble et activement 
garantient les expériences d’un apprentissage commun et forment des relations 
basées sur la coopération. 
Dans l’étude présente je montre une des manières possibles de concrétiser la 
pédagogie inclusive, par des exemples réalisés hors de l’institut. L’enseignement 
des sciences naturelles ‒ tout comme la pédagogie inclusive ‒ exige le transfert des 
connaissances ludiques, fondé sur les expériences actives et pratiques. Par consé-
quent l’enseignement des sciences naturelles offre une très bonne possibilité pour la 
réalisation de la pédagogie inclusive. 
The school system is changing. There 
is an increasing importance of the type 
of school and the attitude it follows in its 
operation. 
In the past decade there was a growing 
need for promoting cooperative learning 
through recognizing the differences 
among pupils. First this need appeared 
increasingly strongly in the case of 
children in need of special education, 
followed by children at a disadvantage 
in some respect. Then the topic started 
to expand to children’s health as it is a 
general truth that every child is talented 
in something, but there may be some 
other areas where they underperform. 
Consequently there can always be 
children who perform better in some 
other environment than the majority of 
children. This recognition has given rise 
to the parallel emergence of the concept 
of inclusive pedagogy.  
Inclusion in Mrs. Réthy’s (2002) 
interpretation is the highest degree 
and achievement of integration. Social 
integration, which is the top goal, can 
be achieved through using the tool of 
integrated education. Taking that into 
consideration inclusion is not merely a 
professional and pedagogical issue, but 
also a socio-political end. Or, putting it 
that way, school integration is an aspect 
of social inclusion. 
Inclusion starts with the recognition 
of pupils’ differences. The inclusive 
attitude emerging in the areas of learning 
and teaching respects these differences 
and, even builds on them. The initial 
point of the theory of inclusion has 
been the re-evaluation of the concept of 
“differences”. In this sense instead of 
labelling them as differences, they are 
rather more seen as the diversity of a 
community (Tetler, Susan 2002).
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One of the main questions is how we 
can improve schools in order to comply 
with inclusive values. Inclusion entails 
change, however as soon as pupils’ 
participation improves, one can already 
speak about inclusion. It means learning 
together with others, cooperation, 
which ensures sharing the experiences 
of learning. Participation means an 
active engagement in  learning. From 
the perspective of successful integration 
controlling the interactions among pupils 
is of a key importance. Pupils who 
learn differently can only access equal 
opportunities in learning if they can take 
part as a member of their own class in the 
process of learning, and thus prove their 
aptitude. In this way various stereotypes 
can be changed and involvement in the 
process of learning can be ensured for 
every pupil (Rex, L. A. 2000).
Adequate motivation is of a key 
significance as only a motivated person 
has the ability to unfold their talent. If 
the talent inherent in the student, their 
valuable ideas and performance are given 
attention, they can become credible 
people who communicate efficiently.
When science is taught, one of our main 
tasks is, in addition to skills transfer and 
attitude formation, the establishment in 
the children of a proactive attitude with 
a view to shared ownership. Shared 
ownership, i.e. together, in cooperation; 
active engagement, i.e. recognition of 
real life problems and, even beyond this, 
activity in order to solve the problem. 
Both of them also constitute the basis 
and precondition of inclusive pedagogy. 
It is particularly for this purpose that 
the teaching of sciences provides an 
opportunity for the realization of the 
tasks of inclusive pedagogy as well. 
It is for years now that on the World 
Environmental Day a playful competition 
has been organised in our city in a 
nearby park to which school-children 
of ages 10 to 14 are invited. Mixed 
teams (in terms of age set up) of the 
schools in the neighbourhood take part 
in the competition. Due to this mixed 
composition of ages and also due to the 
fact that pupils of the city’s institutions 
for the deaf and dumb and disabled also 
take part, tasks are organised so that 
every child may join the competition 
connected with skills acquisition. I am 
going to introduce a couple of these 
tasks from the previous year, which can 
be instrumental and useful in inclusive 
pedagogy. 
The task at one of the stations provided 
by our college students was to have 
the members of the team collect waste 
littered within a specific area then place 
the waste collected in the selective 
collecting boxes painted in the meantime 
in the matching colour by the rest of the 
team.  In this task it was important that 
children should be able to recognize that 
by proper distribution of the tasks they 
can accomplish them  in a shorter time: 
those who are younger, girls and the 
more creative ones love colouring, those 
who are more knowledgeable know the 
proper colours of the collecting boxes, 
and those who are quicker would be 
happily engaged in looking for waste or 
spot if someone had misplaced the waste 
having been collected. As every group 
was accompanied by a teacher, they 
advised and provided guidance for the 
pupils when they got stuck or found it 
difficult to share the job.
At another station various “treasures” 
were covered by a large blanket and 
children had to find out by just tapping 
them what was hiding beneath. By using 
objects found in nature (stones, sticks, 
leaves etc.) they had to assemble an 
animal image. Here partially sighted 
children were enthusiastic and clever in 
feeling and telling the others what the 
thing was and how it looked, then they 
jointly assembled the image of various 
animals with the help of the pieces found.
At the third station we organised 
pictures depicting animals hidden among 
bushes and the grass had to be collected 
and then the animals had to be named. 
Then the most typical features of the 
animals had to be enumerated, telling the 
ones they recognized the animals from. 
Everybody was allowed to describe only 
one animal, so we first asked those who 
were more self-assured and clever in 
describing the animals.  After listening 
to some descriptions the less capable 
ones also became more confident and 
explained the features typical of their 
picture.
The implementation of inclusive 
pedagogy in nature
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These tasks required the pupils to 
pay attention to the others’ abilities 
and evaluate the others’ contribution, 
to realize that they can perform more 
efficiently and joyfully if they cooperate. 
Education is the most fundamental link 
in the chain of equal opportunities. It is 
important that children should experience 
that we are all equal but not alike.
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First Steps Toward Inclusive Education: Working with the 
“Index in Tour”
ABSTRACT
L’éducation inclusive connaît actuellement une importante transition d’une 
focalisation exclusive sur le soutien aux élèves ayant des troubles d’apprentissage 
à un large éventail d’interventions visant à développer les cultures, les politiques 
et les pratiques des écoles, en mettent en valeur la diversité comme ressource pour 
l’apprentissage. La transition est particulièrement notable dans les écoles italiennes, 
comme la tradition bien établie de l’intégration des étudiants handicapés dans 
les classes ordinaires a du mal à faire face aux tendances plus récentes comme 
l’expansion du nombre des élèves immigrants et la croissance des jeunes en 
décrochage scolaire. Les zones urbaines sont particulièrement exposées au risque 
de exclusion ou du rejet des élèves, dès lors que plusieurs facteurs (capital socio-
économique et culturel des familles, marginalisation sociale, manque de ressources 
pédagogiques, épanouissement de l’économie souterraine) concourent à produire 
l’échec et l’abandon des élèves. Pour résoudre le problème, nous avons développé 
un programme de recherche-action - “Index en tour” - dans sept grandes villes 
italiennes (Rome, Milan, Turin, Palerme, Bari, Naples, Cagliari) visant à mettre en 
œuvre le Index for inclusion (Booth, Ainscow, 2011) comme moyen de promouvoir 
l’apprentissage et la participation dans les écoles. L’article présente un aperçu du projet.
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Special education in Italy
Italy has a very long history of 
welcoming disabled children in 
mainstream classes. In the last thirty 
years, integration policies have enabled 
virtually all students with an impairment 
to attend primary, lower and, with the 
extension of compulsory schooling, 
upper secondary schools (Canevaro, 
De Anna, 2010). This way, not only 
do disabled children avoid the painful 
practice of segregation which still 
characterizes other educational systems 
around the world, but all students also 
learn an important lesson from early 
childhood onwards: disability must not 
be hidden, as it is part of everyone’s 
life experience (Kanter et al., 2014; 
D’Alessio, 2011; Giangreco et al., 2012).
However, over time these policies 
revealed some structural weaknesses 
that have gradually undermined the 
full achievement of inclusive rights in 
schools. First of all, the focus on the 
shared value of acceptance that led to the 
inclusion of disabled children in normal 
schools has shifted from a social and 
organic perspective to an individual and 
mechanical one. Consequently, attention 
to community and social relationships 
as factors producing positive school 
experiences has been progressively 
decreased, while a medical model of 
disability as a personal deficit to be 
compensated for has become established, 
along with medication and “technical” 
treatments (Ainscow & Sandill, 2010). 
Consequently, instead of transforming 
the educational context so as to fulfil the 
needs of the disabled students, children 
with disabilities are required to strive 
in order to adapt to environments and 
activities conceived with able students 
in mind. Secondly, disabled children 
are welcome in schools but not always 
in classrooms. Even though students 
with disabilities have the right to be 
accommodated in mainstream schools 
and get additional resources, segregation 
frequently re-emerges within the 
school in the form of separate spaces 
and activities (D’Alessio, 2012). As a 
result, especially in upper secondary 
schools, children with and without 
disabilities often experience parallel 
existences in the same building, with 
very limited opportunities to meet 
and share educational experiences, 
as disabled students are implicitly 
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seen as a hindrance to the “normal” 
learning pace of classmates. Thirdly, 
the same separation is reproduced 
among teachers. Even though the 
formal role of the supporting teacher 
is to help the curriculum teacher to 
manage the entire class and develop 
pedagogical adaptations so as to 
effectively include all kinds of children, 
normally the supporting teacher works 
separately with the disabled student, 
so that the curriculum teacher can 
work “undisturbed” with the rest of 
the class. In turn, that practice favours 
the disempowerment of teachers, 
who increasingly rely on the advice 
of external professionals such as 
neuropsychiatrists or psychologists 
as they feel unsure about the “right” 
approach to adopt in order to overcome 
the child’s deficit.
Disability, difficulty, and diversity
Undoubtedly, these shortcomings 
deeply affect the traditional model of 
accommodating disabled students in 
Italy. However, Italian schools are today 
facing an even more difficult issue. 
Thirty years ago, disability was seen as a 
clearly identifiable and unique condition, 
distinctly separate from normality. Now 
boundaries between ability and disability 
appear more blurred. While new forms 
of impairment have been discovered over 
time, we are able to differentiate between 
severe, mild and light disabilities and 
classify them accordingly. But we also 
acknowledge that not all disabilities can 
be described in terms of exact diagnosis, 
as classifications are always limited. 
Moreover, alongside the disability 
conditions that affect a minority of 
students, we are increasingly cognizant 
of an entire family of learning difficulties 
that involve a wider share of children 
in terms of dyslexia, dyscalculia, and 
dysgraphia. Students once assumed 
not to have an aptitude for study are 
now recognized as people who simply 
need extra help and better pedagogical 
strategies in order to read and do maths. 
Yet, enlarging the perspective from 
disabilities to difficulties is not enough, 
as the most difficult challenge schools 
are tackling today is student diversity 
(Srivastava et al., 2015).
Now that many countries are reaching 
the target of involving an increasing 
number of students from different 
backgrounds in compulsory schooling, 
the real impact of diversity on education 
comes to the fore. We are more and 
more aware of the influence that gender, 
behaviour, foreign languages and 
cultures, socioeconomic conditions, 
cultural capital, and sexual orientation 
exercise over school life and children’s 
achievements. So in the same class 
we can find students with disabilities, 
dyslexia, behavioural problems, language 
issues, but also suffering from parents’ 
unemployment or divorce or striving to 
understand what culture they belong to 
as first or second-generation immigrant 
children. Teachers are now dealing 
with this class heterogeneity as an 
entirely new (and quite disorienting) 
phenomenon, which was not really 
analysed in the handbooks they read 
during pre-service courses in order to 
teach literature or physics. These texts 
rarely mention the fact that nowadays 
we need to accept that students are by 
definition “non-standard”, as every 
child has the right and wants to be 
deemed special. As teachers, we face 
the burdensome challenge of bearing in 
mind that every child is a unique and 
multifaceted human being, with his/her 
frailties, sensitivities, passions, flair, and 
so on (Dovigo, 2015; Thomas, Loxley, 
2007).
From integration to inclusion
Nevertheless, the boost of student 
diversity in schools is also producing 
exclusionary processes, as a reaction 
to the disorientation that is currently 
shaking the educational system. 
Distressed teachers claim that schools 
need to get “back to the basics”, i.e. 
focus on discipline both in terms of 
study content and codes of behaviour. 
Furthermore, the pressing demands 
from the economic market to reach high 
standards reinforces an interpretation 
of students’ variability chiefly in 
negative terms. Children with cognitive, 
linguistic, behavioural, or emotional 
problems are easily identified as “unfit” 
and consequently dropped of Italian 
schools, especially during the first two 
years of upper secondary school. The 
economic and medical sectors are today 
allied in labelling all these minorities, 
thereby transforming disadvantage into 
a personality trait and a large portion 
of students into prospective patients. 
Even though Italian schools formally 
still look open to all children, new 
kinds of segregation are currently in 
action, as quality schools are de facto 
pushing immigrants’ offspring, disabled 
children, and other disadvantaged 
categories towards low-level schools, 
if not throwing them out directly into 
the labour market, where they will be 
employed in one of the many low-
paid and arduous “dirty jobs” that the 
so-called knowledge society still needs 
(Thomas, 2012; Tomlinson, 2012). To 
change that course we need to review the 
traditional notion of inclusive education 
so far adopted in Italy, so as to expand 
our ability to value and work with 
diversity in schools.
The “Index in tour”
To broaden the view of what inclusive 
education could be and become, we 
turned to the Index for Inclusion (Booth, 
Ainscow, 2011). The Index is a manual 
conceived to support the development of 
inclusion in education settings through 
the involvement of school staff, children, 
families, and local communities. 
Originally conceived for the British 
environment, it was subsequently 
translated into forty languages and 
has been applied widely all around the 
world. The Index makes a strong point 
of supporting a value-based approach 
and an in-depth review of the school 
curriculum to adapt it to the full range of 
children’s diversity.
Shortly after translating the Index 
into Italian, we started to introduce the 
approach in schools situated within 
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large metropolitan areas such as Rome, 
Milan, Turin, Palermo, Bari, Naples, 
and Cagliari. The programme (“Index 
in tour”) has been supported by the 
NGO WeWorld for two years, aiming to 
tackle the massive rate of early school 
leaving which has affected some poor 
and marginalized neighbourhoods. 
Children living in these areas regularly 
play truant or drop out of school, 
often to be involved in paralegal or 
illegal businesses that are an essential 
component of the parallel economy 
dominating those areas.
The work with the Index produced 
interesting results in terms of lowering 
the high rate of early school leaving 
through the cooperation of teachers 
and social workers, respectively 
managing special in- and out-of-school 
programmes. However, some critical 
issues have emerged over time:
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• In and out-of-school activities need 
to be more finely tuned, as school 
and after-school programmes refer 
to different kinds of organization 
in terms of hours, personnel, and 
didactic approach;
• Programme targets cannot be taken 
for granted, as teachers measure suc-
cess essentially in terms of school 
marks, whereas social workers tend 
to focus on the level of children’s 
engagement;
• Celebrating small steps is vital for 
strengthening the students’ resilience, 
so as to contradict the self-fulfilling 
prophecy of failure that most fami-
lies assume as an ineluctable fact.
As the Tour continues, developing a 
more reflective stance towards those 
important points is crucial for ensuring 
the effectiveness of interventions 
addressed at promoting inclusive 
education in such difficult environments.
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Reading Literacy as a Domain for Inclusive Teaching
ABSTRACT
De Paepe et al. (2004) ont défini un modèle avec des stratégies mesurables et 
remédiables qui sert à différencier et à remédier aux difficultés des élèves avec la 
compréhension de la lecture. Dans l’article, nous décrivons le modèle et recherchons 
sa compatibilité avec le CEFR, la norme pour l’enseignement des langues vivantes 
en Europe. Nous verrons comment les stratégies décrites par les auteurs sont en 
fait en ligne avec les programmes de langage en Flandre (les curricula) – qui sont 
à leur tour basés sur le CEFR – et avec les exigences fixées par PISA (2013) par 
rapport à «reading literacy»/maîtrise de la lecture. Nous spécifions les avantages de 
l’implémentation d’une méthode d’origine clinique qui est spécifiquement apte pour 
les difficultés d’apprentissage dans des classes régulières (en référence au concept 
de l’inclusion et à UDL/la conception universelle de l’apprentissage).
1- A clinical model for comprehensive 
reading
Van Vreckem et al. (2010) have 
developed a conceptual model for 
reading comprehension, based on a 
preliminary study in which the authors 
compare cognitive models specifying 
the dynamics of reading (De Paepe et al. 
2004). Gradually, the model has evolved 
from a descriptive categorical model 
towards a practical, hands-on model 
with advice for therapists and teachers. 
It has served as the basis for a test for 
comprehensive reading in Flanders that 
renders individualized therapy more 
effectively (Van Vreckem et al. 2015, 
21). The test was designed for pupils in 
primary education who have difficulties 
with reading and not as a collective 
screening test (Van Vreckem & Desoete 
2011, 3).
The current model (Van Vreckem et al. 
2015) describes four major strategies that 
are further subdivided: 1) activation of 
prior knowledge and predicting before 
reading; 2) verbal comprehension (micro 
level); 3) interpretation (inferencing 
on meso and macro level) and 4) 
extrapolation. Additional considerations 
are how to give individualized 
instructions and feedback and how to 
stimulate readers to gain control over 
their reading behaviour (metacognition).
2- A growing overlap between reme-
diation and education
The model displays similarities with 
modern language teaching (CEFR1, 
didactic courses) and other educational 
theories (inclusive education, 
differentiation). Most strategies 
1 i.e. Common European Framework 
of Reference for Languages.
discussed in Van Vreckem et al. (2015) 
occur sporadically in the didactics of 
modern languages (a.o. Ur 2011), but 
without an explicit focus on remediation 
and not embedded in a coherent 
cognitive framework developed for 
therapy.
Language teaching in Flanders departs 
from the CEFR, which offers a broad 
overview of the knowledge, skills and 
strategies that learners need to master. 
It comprises a broad framework with 
different text types, levels of difficulty, 
contexts and language tasks2, aspects 
advocated by PISA (2013, 12). The 
CEFR has been criticized by scholars 
who fear that it threatens diversity and 
experimentation and who point out 
that the scaling system (going from 
A1 tot C2) is not based on natural 
2 http://www.erk.nl/docent/erk_in_
de_praktijk/taaltaak/
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language acquisition (Fulcher 2010; 
Hulstijn 2007). Fulcher (2010) discerns 
a tension between the CEFR (a reified 
model striving for harmonization) 
and variable frameworks and tests 
for different learners and their needs. 
From the point of view of inclusion this 
seems problematic. Moreover, reading 
strategies are defined as tools in real-life 
communication and for ‘normal’ readers 
who already possess basic inferencing 
skills (Language Policy Unit 2001, 
57). Still, the framework appears to be 
flexible and compatible with inclusive 
measures. Basic reading strategies can 
be added. Moreover, the CEFR can 
be aligned with effective performance 
assessment (Wade & Zone, 18-20) as it 
supports formative assessment (van Til 
et al. 2011, 12-21) and can be enriched 
by ongoing instruction; It advises the use 
of authentic language tasks which can be 
made sufficiently complex; It addresses 
problem solving competences and 
higher level thinking in language tasks 
in which students combine linguistic, 
socio-linguistic strategies and pragmatic 
strategies (Language Policy Unit 2001, 
135-138).
The Flemish language curricula are 
based on the CEFR. Interesting is the 
section on how to remediate reading 
skills in VVKSO (2011/002, 53-54). Just 
like the clinical model of Van Vreckem 
et al. (2015) are adopting didactic 
aspects (reading strategies, text types, 
etc.), curricula are moving towards 
a stronger focus on remediation and 
differentiation. In Flanders, there is a 
growing demand for individual learning 
trajectories, also as part of schools’ 
language policy (Onderwijsspiegel 
2015, 18-19). The CEFR stresses the 
importance of language portfolios, 
feedback and metacognitive skills (van 
Til et al. 2011). Theories on inclusive 
education underline the role of scaffolded 
instruction, modelling, aimed feedback 
and learner independence (Wade & 
Zone; Havel & Kratochvílová 2012; cfr. 
Van Vreckem et al. 2015). Still, it seems 
that teachers find it difficult to work 
on autonomy, metacognition... Not all 
secondary school teachers for instance 
train and monitor the use of strategies 
and if so those recommended by CEFR. 
It seems difficult to see the vision 
behind inclusive measures and to align 
it with their specific courses. A Finnish 
study points out that the macro level of 
inclusion philosophy is difficult to reach. 
Most teachers and students turn out to 
be focused on their immediate practice 
(Isosomppi & Leivo 2015, 688).
Teachers might find it confusing to 
choose between treating everyone 
equally and stressing individual 
differences (EADSNE 2011, 17). Do 
they treat groups as homogeneous, 
heterogeneous or diverse? Do they 
go from segregation to integration or 
inclusion (Gordon 2013)? Inclusion and 
diversity are often limited to courses 
about specific needs (EADSNE 2011, 
25), but all teachers need knowledge 
of the European profile for inclusive 
teachers (EADSNE 2012, 8-9). Inclusion 
is not just about remediating support 
(doing something extra or different 
for some), but offering education that 
everyone can participate in (EADSNE 
2011, 35). It presupposes a fundamental 
rethinking of learning and teaching (idem 
16; Wade & Zone 2000,8) and thus also 
of existing frameworks such as CEFR.
3- Reading comprehension and inclu-
sion
Pupils need to be prepared for 
participation in social life (PISA 2013, 
5). Tests results have shown, however, 
that about 10% of all pupils ending 
primary education have not acquired 
the minimal attainment targets for 
reading comprehension. Moreover, the 
reading comprehension skills of nearly 
14% of 15-year-olds are insufficient 
(Van Vreckem et al. 2015, 19; PISA 
2012). Reading plays a key role in the 
acquisition of the European central 
competences (Eur-lex 2006). Not being 
able to read generally means lacking 
behind at school and in life (Wade & 
Zone 2000, 6-7). A continued focus on 
a basic set of reading strategies from 
primary to secondary school might be an 
answer to the situation. Implementing 
the clinical model in a CEFR-based 
curriculum seems possible.
Moreover, Flanders has officially 
approved the M-decree on inclusive 
education in 2014 (Klasse s.d.)3. The 
idea to use a clinical model on reading 
comprehension and the remediating 
vision behind it means more inclusive 
education. All can benefit from a more 
individualized approach and a better 
detection of difficulties with reading 
(due to individual learning styles, socio-
economic backgrounds…): “Inclusion 
[…] concerns a wider range of learners 
than those with special educational 
needs” (Havel & Kratochvílová 2013, 
332; cfr. Watkins 2012, 14). Pupils 
who still struggle with certain aspects 
of reading comprehension will benefit 
and teachers can give specific feedback. 
The curricula point out the importance 
of much reading practice (a.o. VVKSO 
2011, 116), but what happens with 
children with no reading culture at home? 
There is a general European concern 
about low results, lack of motivation, 
dropping out, rising cultural diversity 
and socio-economic matters (EADSNE 
2011, 64). Besides, certain aspects of the 
mother tongue look different in a foreign 
language (e.g. anaphoric inferences), 
so it makes sense to focus on basic 
strategies during reading. Moreover, 
reading tasks can be used to integrate 
vocabulary and grammar in a real-life 
context, whereas most language courses 
introduce one topic after the next. Texts 
offer the chance to practise on the level 
of words and sentences, but also to check 
interpretation, extrapolations, etc. in a 
realistic setting. Worthwhile considering 
to improve reading are also cooperative 
group learning (Antersijn & Van Hest 
2012, Wade & Zone 2000) to encourage 
ownership and peer instruction, as well 
as UDL (SIHO).
3 In Flanders, the rule is to strive for 
“reasonable” adjustments of the educational 
context (Meirsschaut et al. 2013, 13): appli-
cability, also in larger groups; meaningful-
ness for several pupils; acceptance by fellow-
pupils; link with the usual course of action in 
class. Reasonable adjustments are expected to 
benefit all pupils.
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Brief Aperçu de l’Éducation Inclusive en Europe
ABSTRACT
The article presents a panorama of the situation of the inclusive education in 
Europe from the relation existing between the structures of the European education 
systems and the models of inclusive education developed by the various countries. 
We also analyse the development of the systems of integration and “specific centre” 
and how some nuances were introduced between the two forms of conceiving the 
inclusive education throughout the last twenty years.
The analysis of the numbers of students diagnosed BEP (SpecialNeeds and Inclu-
sive Education) and of those who study in specific centres in each of the countries 
is interesting to deduce that the criteria used in inclusive education in Europe are far 
from being homogeneous enough and that both big trends: integration and educa-
tion in specific centre continue existing in Europe with a clear trend towards the 
inclusive model.
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1. Introduction
Avec des noms différents et des 
objectifs dans la même direction, mais 
pas identiques (éducation spéciale, 
éducation intégrée, éducation inclusive, 
…),  la préoccupation pour l’intégration 
de la totalité des élèves dans l’éducation 
obligatoire a été un sujet de discussion 
présent dans tous les réunions éducatives 
à haut niveau dans les deniers vingt ans 
et qui a fait objet des divers déclarations 
et documents de la propre Commission 
pendant ce temps-là, «Les systèmes 
éducatifs et de formation jouent un rôle 
important dans le maintien des sociétés 
démocratiques en Europe. Tous les 
citoyens devraient avoir un accès égal 
à l’éducation et la formation est un 
principe de base indispensable qui doit 
être consolidé. Cela implique que les 
Etats membres accordent une attention 
particulière aux groupes et aux individus 
vulnérables, notamment ceux présentant 
des handicaps ou des difficultés 
d’apprentissage.» (Commission 
européenne, 2002, p.23).
Justement cet intérêt des différents 
gouvernements européen a provoqué 
que l’éducation inclusive n’ait pas 
été  un phénomène statique, mais par 
contre un sujet qui  s’est développé 
de différentes manières et continue à 
le faire comme Watkins, (2007,20) a 
souligné,  «les Conceptions, politiques 
et pratiques de l’éducation inclusive 
sont en constante évolution dans tous 
les pays». Dans cette ligne, nombre de 
pays sont en train de réexaminer et de 
changer leurs politiques et législation 
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en ce qui concernel’éducation inclusive, 
en se fondant soit sur des connaissances 
et des expériences tirées des projets en 
cours, soit en y introduisant de nouvelles 
stratégies de financement des besoins 
éducatifs particuliers, soit en mettant en 
place de nouvelles politiques/ législations 
relatives aux systèmes et au suivi de la 
qualité de l’éducation.
2. Politiques d’intégration scolaire en 
Europe
Cette tendance d’intégration scolaire 
à laquelle je faisais référence est 
développée en Europe avec une vitesse 
différente et avec des façons différentes, 
de forme qu’on peut établir trois visions 
par rapport à ce sujet:
 Le premier groupe est formé par 
les pays qui développent politiques 
adressées à l’intégration de la plupart 
des élèves dans les écoles ordinaires. 
Cette formule est soutenue avec 
une grand variété de services et de 
professionnels qui se focalisent dans 
l’école et qui complément la formation 
de ces étudiants. Dans ce groupe se 
situent Espagne, Grèce, Portugal Suède, 
Islande, Norvège, Chipre et Italie, qui a 
été  la première à suivre cette ligne de 
formation,
On peut distinguer un second groupe 
de pays où plusieurs approches sur 
l’éducation inclusive se mélangent et 
toute une variété des services sont offerts 
autant aux «écoles ordinaires» qu’aux 
centres spécifiques d’éducation spéciale, 
se distribuant les étudiants aux besoins 
spécifiques entre les deux réseaux. A ce 
groupe appartient France, Danemark, 
Irlande, Luxembourg, Autriche, 
Royaume Uni, les pays baltiques et la 
Pologne, entre d’autres.
Finalement il y a un dernier groupe 
où la presque totalité des élèves BEP 
(besoins éducatifs particuliers) sont 
scolarisés dans des écoles spécifiques 
différents du système scolaire ordinaire. 
Très souvent ces écoles spécialisées sont 
organisées en fonction du handicap et les 
élèves diagnostiqués BEP ne suivent pas 
le même curriculum que ses copains dans 
les écoles standards du système. Parfois 
même, les lois qui organisent ces écoles 
sont aussi différentes et même dans 
quelque pays, elles ne dépendent pas du 
même ministère.
Cette classification nous laisse déjà pas 
mal de doutes sur les critères utilisés 
dans les différents pays pour définir un 
élève BEP, car en lisant la littérature 
pédagogique à propos de ce sujet, on 
voit que si bien tous les étudiants avec 
des handicaps physiques ou psychiques 
sont considérés clairement BEP dans 
tous les pays,  par contre,  les élèves avec 
des troubles pédagogiques (dyslexie, 
TDAH, ...)  ou avec des de problèmes de 
conduite sont classifiés de façon assez 
différents, étantconsidérésseulement 
dans certains pays comme BEP.  En tout 
cas, au-delà de cette première grosse 
classification, c’est intéressant d’analyser 
les chiffres des étudiants diagnostiqués 
BEP dans les différents pays et aussi 
celles des étudiants scolarisés dans des 
écoles spécialisées qu’on peut voir dans 
la table ci-dessous.
Nombre 
d’étudiants en 
enseignement 
obligatoire
% d’étudiants 
BEP (besoins 
éducatifs 
particuliers)
% d’étudiants 
scolarisés 
en centres 
spécifiques
Alemania 9,159,068 5.3% 4.6%
Austria 848,126 3.2% 1.6%
Bélgica (F) 680,360 4.0% 4.0%
Bélgica (H) 822,666 5.0% 4.9%
Dinamarca 670,000 11.9% 1.5%
España 4,541,489 3.7% 0.4%
Estonia 205,367 12.5% 3.4%
Finlandia 583,945 17.8% 3.7%
Francia 9,709,000 3.1% 2.6%
Grecia 1,439,411 0.9% <0.5%
Holanda 2,200,000 2.1% 1.8%
Hungría 1,191,750 4.1% 3.7%
Irlanda 575,559 4.2% 1.2%
Islandia 42,320 15.0% 0.9%
Italia 8,867,824 1.5% <0.5%
Noruega 601,826 5.6% 0.5%
Polonia 4,410,516 3.5% 2.0%
Portugal 1,365,830 5.8% <0.5%
Reino Unido 9,994,159 3.2% 1.1%
Rep. Checa 1,146,607 9.8% 5.0%
Suecia 1,062,735 2.0% 1.3%
Suiza 807,101 6.0% 6.0%
Source : European Agency for Development in SpecialNeeds Education – 2012
Table 1: Les Chiffes de l’éducation inclusive en Europe
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Une première analyse nous fait voir 
que  les critères  de classification sont 
bien différents car c’est impossible, 
point de vue statistique, qu’en  Finlande  
il y ait un 17,8 d’étudiants BEP, ou en 
Islande, 15%, et, par contre, en Grèce, 
seulement un 0,9% ou en Italie, 1,5%.  
C’est évident que la réponse à la question 
sur ce qu’on considère un étudiant BEP, 
n’est pas du tout la même dans ces pays.
Une deuxième ligne de recherche 
est ouverte à partir de la comparaison 
du pourcentage d’étudiants BEP 
et d’étudiants scolarisés en centre 
spécifique. On constate par exemple 
qu’en Allemagne, Belgique, Hollande et 
Suisse, la presque totalité des étudiants 
BEP sont dehors l’école ordinaire et 
ces pays appartiendraient à la troisième 
catégorie dans la classification qu’on 
montrait avant, pendant qu’en Espagne, 
Italie, Danemark, Finlande, Islande, 
Norvège et Portugal se passe la 
situation contraire et la presque totalité 
des étudiants BEP sont dans l’école 
ordinaire.
Finalement, on s’aperçoit que 
l’intégration dans l’école ordinaire a 
gagné du terrain dans les dernières 
années et maintenant est devenue la 
position dominante dans l’ensemble 
européen et sans doute, est celle 
proposée comme objectif dans les 
derniers documents de l’UE.
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L’analyse et le débat sur les avantages 
et les difficultés des deux modèles est 
une ligne de recherche passionnante et 
bien travaillée en Europe que je laisse 
pour un autre moment car il nous faudrait 
bien plus d’espace pour engager cette 
ligne de discussion.
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The idea of this article is strongly 
affected by the open political, scientific 
and practical reflections of European 
countries on the development of 
inclusive education and the destiny of 
special education. Priorities of social 
communication within the provided 
ordinary classroom1 are the basic idea 
1 UNESCO. 2009. Policy Guidelines 
on Inclusion in Education. Paris: The United 
Nations Educational, Scientific and Cultural 
Organisation
of discussions undertaken during about 
the last 40 years (as an example, in 
Sweden2). For former Soviet countries 
this process is going on differently. 
The political agenda of the discussion 
is much weaker and less experienced. 
Ukraine has ratified the Convention on 
2 Isaksson J. & Lindqvist R. What is 
the meaning of special education? Problem 
representations in Swedish policy documents: 
late 1970s -2014 // European Journal of Spe-
cial Needs Education. Online publication: 22 
January 2015
the Rights of Persons with Disabilities in 
February, 4, 2010; Russia – September, 
25, 20123. Belarus has not ratified the 
Convention yet. In all the mentioned 
countries, various activities of inclusive 
education are initiated under the 
dominance of scientific intentions and 
practice of special education, by society-
based organizations. Local regulations 
and implementations are becoming 
3 https://treaties.un.org/Pages/View-
Details.aspx?src=TREATY&mtdsg_no=iv-
15&chapter=4&lang=en
Developing Inclusive Infrastructure by Bringing AAC 
Knowledge for Special Education in Adjoining Countries 
to EU
ABSTRACT
Le développement des infrastructures inclusives en apportant 
des connaissances AAC pour l’éducation spéciale dans les 
pays voisins à l’UE.  AAC est une abréviation pour le concept 
de remplacement et de suppléance à la communication, un 
terme commun pour les méthodes utilisées pour soutenir et 
développer la communication avec les personnes qui sont 
non-parlant ou handicapées communicatives graves. À partir 
de 2007, les universités de la Suède, la Biélorussie, la Russie 
et l’Ukraine ont coopéré pour élaborer des stratégies pour 
l’intégration de ces méthodes dans la pratique de l’éducation 
spéciale et l’éducation inclusive dans chaque pays. Le rapport 
présentera les résultats et les activités en cours. En Suède, 
AAC est bien connu et ces méthodes sont utilisées dans de 
nombreux milieux inclusifs. En Russie, il y a un certain nombre 
de paramètres d’habilitation où la formation en AAC-méthodes 
de communication sont disponibles et certaines conférences 
nationales et internationales ont été administrées ainsi que 
les rapports publiés. En Ukraine, certaines activités sont 
développées dans une université à Kiev et enfin en Biélorussie, 
AAC est bien intégré dans le curriculum central sur la 
formation de l’éducation spéciale des enseignants dans le pays. 
La coopération a été initiée à partir de la Suède grâce à des 
projets financés par les agences suédoises et un certain soutien 
des organismes internationaux AAC. Les résultats montrent que 
le développement de nouvelles structures dans l’infrastructure 
prend du temps mais que la coopération internationale entre 
l’UE et les pays voisins aide à soutenir le développement en 
commun inclusif.
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more flexible and fruitful comparing 
with the state regulations. Some of these 
proofs are witnessed from the project 
cooperation between Sweden, Russia, 
Ukraine and Belarus in the area AAC 
and proposed for the recognition in this 
article.
In 2007 cooperation with Russia 
(Pomor State University/PGU in 
Archangelsk) and Belarus (Maksim 
Tank University/MTU in Minsk) was 
initiated from Stockholm University 
and supported by the Swedish Institute/
SI and the Swedish East European 
Committee/SEEC. The intention was to 
develop activities and an infrastructure 
for work in the field of Augmentative 
and Alternative Communication/AAC. 
A theoretical idea was that to develop 
participation in society as a part of 
inclusion, good communicative tools 
are necessary and individuals with 
severely limited communicative abilities 
from different reasons are dependent 
on different AAC methods. Another 
theoretical idea was that the common 
educational and societal ground for states 
formerly belonging to the Soviet Union 
would create common needs, attitudes 
and prerogatives. This was supported by 
the fact that a common East European 
biennial AAC-conference had existed 
for more than ten years when the project 
started. One year later (when the first 
project had been initiated in 2007) 
Ukraine was invited into the cooperation 
through the Institute of Correctional 
Education at Dragomanov National 
Pedagogical University/NPU in Kyiv.
AAC is defined as methods and 
technologies used to support individuals 
with severe communicative disabilities, 
even resulting in no speech at all. 
There is no clear evidence and reliable 
investigations on how many people/
children over the world need AAC-
methods. The ISAAC/ International 
Society of AAC organization suggests 
looking for the estimation of those 
who need AAC tools among the total 
number of disabled people/children on 
the planet and puts the figure to about 
10% of the population.  Among them 
13 million are children with moderate 
or severe disability, in low income 
countries the children population of this 
group is about 12,7%4. It means that 
there is a very big group of children who 
needs to overcome different barriers to 
inclusion because of the impossibilities 
to participate in everyday societal 
life due to communication problems, 
experiencing exclusion. It was more 
complicated to understand the need of 
AAC tools for children in the involved 
project countries, since traditionally there 
were a number of closed institutions 
for children with severe disabilities in 
former soviet countries.
The cooperation was channeled through 
three projects financed by SI and SEEC. 
They were focusing on information 
and education as main tools and also 
the possibility to find the main actors 
necessary for each country. The structure 
for rehabilitation/habilitation service 
was identified through the help of each 
partner and was nationally mostly built 
upon municipal educational centres for 
children with disabilities, the universities 
themselves and their departments for 
special education and also regional 
educational centres for children with 
disabilities. The project was led by a 
project group with 2-3 members from 
each partner country under the leadership 
of Sweden.
The development of the project was 
fast and followed a strict structure of 
initial aac education on university level, 
according to formal demands on BA-
level. The education was put into a three-
stage programme following the demands 
of the Belorussian Ministry of education 
and aiming for formal academic points 
according to Russian, Ukrainian and 
Belorussian demands.
The results of the project in accordance 
to the involved countries were 
implemented differently. In Belarus, 
4 Hartley S, Newton CRJC. Children 
with developmental disabilities in the majority 
of the world. In: Shevell M, ed. Neurodevelop-
mental disabilities: clinical and scientific foun-
dations. London, Mac Keith Press, 2009.
the developed AAC infrastructure 
included the State Pedagogical 
University named after M.Tank, (the 
introductory AAC course on BA 
special education level as obligatory), 
municipal territorial educational centres 
for children with severe disabilities and 
parental organization. This model was 
implemented in Minsk - the capital of 
the Belarus. The Ministry of Education 
was actively involved and participated 
by the formal evaluation of the AAC 
Introductory course at the University. 
In 2015 the first AAC Guide for special 
teachers has been published.
In Ukraine, in the same way as in 
Belarus, the AAC course on BA in 
special education has been developed 
and implemented, but not as something 
obligatory, just recommended. 
Interaction with the special education 
institutions was fragmented and practical 
outputs of the project were not so 
evident even the 9th Eastern and Central 
European Conference in Alternative 
and Augmentative communication 
was successfully hosted5. Parental 
organizations were not involved actively. 
Quite problematic cooperation with the 
Ministry of Education was managed.
As far as Russia, the Archangelsk 
regional city became the main arena 
of AAC development. A model of 
AAC infrastructure implementation 
was constructed by several actors: 
the department of social work at 
Pomor State University named after 
M.Lomonosov (where a habilitation 
course was developed for BA in 
social work), City Municipality and 
Rehabilitation Centre for children 
with special needs. Cooperation with 
parental organizations was rather weak. 
The first Russian AAC international 
conference - 7th Eastern and Central 
5 Materiali IX Shidno- that Tsen-
tralnoevropeyskiy Regionalnoy konferentsii s 
problems that alternative dopomizhnoy kom-
munikatsii “Komunikatsiya for vsih” / ed. VN 
Sinova, MK Sheremet.[Materials of the of the 
9th Eastern and Central European Conferen-
ce in Alternative and Augmentative communi-
cation, June, 28 – July 2, 2013 ]- Kiev: DIA, 
2013.
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Vvedenie v alternativnuju I dopolniteljnuju: Materiali VII Vostochno I Tsentraljno Evropeiskoj nauchno/prakticheskoj konferent-
sii po problemam aljternativnoj I dopolnitelnoj kommunikatsii kommunikatsiju, 29 Ijunia – 2 Ijulia, 2009 [Introduction in 
Alternative and augmentative communication: Materials of the 7th Eastern and Central European Conference in Alternative 
and Augmentative communication, June, 29 – July 2, 2009] Eds. L. Kalinnikova at all. Archangelsk: KIRA, 2009.
European Conference in Alternative 
and Augmentative communication6 was 
held in Archangelsk, initiated within the 
project work.  
After the end of the projects, the 
managerial group suggested each country 
to initiate similar local AAC models as 
well as national within the AAC centre 
as a focus for development. After words, 
the cooperation initiated separate projects 
on music and disability managed by the 
organization Share Music/Sweden and 
also connecting Georgia into that work 
which still goes on. Further development 
of the undertaken project initiatives is 
asked for development.
6 Vvedenie v alternativnuju I dopol-
niteljnuju: Materiali VII Vostochno I Tsen-
traljno Evropeiskoj nauchno/prakticheskoj 
konferentsii po problemam aljternativnoj I 
dopolnitelnoj kommunikatsii kommunikatsi-
ju, 29 Ijunia – 2 Ijulia, 2009 [Introduction in 
Alternative and augmentative communication: 
Materials of the 7th Eastern and Central Euro-
pean Conference in Alternative and Augmenta-
tive communication, June, 29 – July 2, 2009] 
Eds. L. Kalinnikova at all. Archangelsk: KIRA, 
2009. 
Comenius Journal - September 2015Special Issue “Inclusive Education”
24
Inclusion in Education
Contemporary of Pestalozzi, a search 
for a new world, and Humanism, the 
French people said in 1789 the duties 
and rights natural, inalienable and 
sacred. The Universal Declaration 
of Human Rights, 1948, outlines the 
human rights in the common ideal of 
all nations in order to promote respect 
for these rights and freedoms and 
by progressive measures, national 
and international character. Also the 
Declaration of the Rights of the Child, 
1959, in order to integrate the children 
into society and defend their living and 
social, cultural and financial interaction 
comes out ten fundamental principles 
for balanced development at early ages. 
The neuro-psychological rehabilitation 
is characterized by being an active 
process that aims to empower people 
with cognitive deficits caused by injury 
or illness so that they can acquire a good 
level of social functioning, physical 
and mental. Thus, rehabilitation seeks 
to “maximize cognitive functions 
through the psychological well-being, 
functionality in performing activities 
of daily living and social relationship” 
as well as reducing social isolation, 
dependence and discrimination (Ávila, 
2003 cit in Maia, Correia & Leite, 
2009: 9). The rehabilitation and social 
participation of people with disabilities-
are as a liberation movement and 
increases the sense of belonging and 
cohesion - The WHO in the Charter 
of Ottawa (1986) argues that when 
people adopt a control attitude about 
their conditions life facing guided by 
social and cognitive promotion. Babies 
and children under three years are 
particularly dependent for their survival 
ABSTRACT
Cet article vise à donner une vision qui repose projets et 
pratiques dans le contexte de l’inclusion dans le contexte 
portugais. L’auteur encadre la participation sociale, l’inclusion 
et la fonctionnalité grâce à un ensemble de références 
nationales et internationales. Selon EADSNE, le Portugal est un 
ex. pays où l’allocation des ressources dans l’éducation spéciale 
est partagée par différentes entités, qui, par la complexité 
de l’intervention nécessite un besoin continu de données 
systématiques au niveau de la qualité que les institutions offrent 
sur le terrain (dont les institutions sont que fournir des réponses 
et où ils se trouvent), la coordination avec la communauté 
locale (reconnaissance des bonnes pratiques), la quantification 
des cas pour assister à l’école régulière et un soutien éducatif. 
En outre, l’OCDE a mis au point un concept opératoire 
tripartite pour la réalisation d’études comparatives. 
Mot-clé: l’inclusion, l’éducation
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and stimulation, so that the stimulation 
can be effective, must be consistent 
with the family’s goals. In these cases, 
as exemplified by the PIAF (Individual 
Plan Family Support), the fundamental 
unit of intervention becomes the child 
and family through a coordinated 
intervention to focus their philosophy on 
the concepts of training (enabling) and 
share power (empower), ie empower and 
involve the responsibility of families, 
also in the Bronfenbrenner model. One 
should encompass the provision of 
services to the family and the child based 
on the formal resources - institutions 
and teams (hospitals, special services, 
social security, early intervention 
programs) and informal resources - 
individuals (family, neighbors, friends) 
and social groups (associations, 
clubs, voluntary organizations) in the 
community in order to enable her and 
her co-accountable in meeting their 
needs. As advocates Ainscow (2000), 
the central idea of inclusion is that 
all people are unique. They should be 
flexible and differentiated pedagogies, 
taking into account the needs of their 
own population. Also community-based 
programs should encourage communities 
to use and develop local resources to 
locally develop education for people 
with disabilities, who should have the 
opportunity to utilize their creative, 
artistic and intellectual potential, not 
only for their own benefit but also for the 
enrichment of the community.
Portugal, through the Ministry of 
Education is represented in the European 
Agency for Development in Special 
Needs Education, autonomous and 
independent organization supported 
by 29 European countries and the 
European Commission establishing 
answers of special education in Europe; 
early intervention in childhood; 
support educator, information and 
communication technologies; transition 
active life; among others. (Galinha, 
2011). The EADSNE out in inclusive 
practice the recognition that it is a 
problem-solving activity that requires 
continuous and systematic planning, 
evaluation, reflection and reformulation, 
and reflective practice facilitates the 
effectiveness of educators working with 
students; the appreciation of teamwork, 
collaboration and partnership, as a means 
to promote learning among professionals 
with effective implementation of 
management strategies; and the 
enhancement of teaching practices as 
a means par excellence to promote 
inclusion.
According to Jiménez (1997) Portugal 
followed similar steps on international 
developments. The Special Education 
was initially provided by charities, 
Charity, supporting the poor services. 
Already in the century. XX, Institute 
António Aurélio da Costa Ferreira, the 
first observation center and medical and 
educational diagnosis guided the special 
classes in primary schools, aimed at first 
the children with physical or mental 
disabilities and subsequently to children 
with learning difficulties and weaknesses 
light. In the 60s, were created the 
Institute for Assistance to Minors, 
special education centers and observation 
centers and evaluation of medical and 
pedagogic, with screening functions, 
observation and orientation of children to 
special or similar schools. Also emerged 
alloy Physically Disabled (1956); Ass 
Portuguese Cerebral Palsy (APPC) 
(1960).; the Ass. Portuguese Parents and 
Friends of Children Mongoloid (1962), 
later Ass. Portuguese Parents and Friends 
of the Mentally Retarded (APPACDM) 
(1965). Law No. 5/73, of July 25 
established to provide disabled children 
and unsuitable conditions appropriate to 
their educational development, in order 
to defend the equality of opportunity 
and the inalienable right to education, 
fulfilling integrative practices and 
experiences. The Constitution of the 
Portuguese Republic in 1976, states that 
all citizens have the right to education 
and culture, step in developing a 
pedagogy to sensitize the society about 
the duties of respect and solidarity 
without prejudice to the rights and 
duties of parents or guardians. The 
concept of SEN with the proposed Mary 
Warnock Parliament of UK Special 
Educational Needs report - Report of the 
Committee of Enquiry into the Education 
of Handicapped Children and Young 
People in 1978, called The Warnock 
Report. was the passage of medical 
paradigm or medical teaching for the 
biopsychosocial paradigm. Through the 
Education Act, 1981, a child has SEN 
has learning difficulties which require a 
special educational intervention designed 
specifically for her. It was in 1986, the 
Basic Law on Education, Law No. 46/86, 
which laid the Special Education in the 
purview of the Ministry of Education- 
Special Education is organized on the 
basis of various models of integration 
in schools, can process themselves in 
specific institutions whenever the type 
and the student’s degree of disability 
require. The concept of SEN proposed 
by Warnock came to be reset from the 
Salamanca Statement (UNESCO, 1994), 
covering all children and youth whose 
needs involve disabilities or learning 
difficulties. After force Decree-Law 
No. 319/91 of 23 August, gave up, then 
the promotion of inclusive school in 
Portugal, with Decree-Law No. 3/2008 
of 7 January, and the first change May 
12. This Decree-Law came to gather 
in a single text a number of scattered 
legislation, creating and defining a set 
of conceptual and organizational nature 
assumptions, in order to include in school 
children and youth with significant 
limitations due to functional and 
structural changes permanent resulting 
in continued difficulties in terms of 
communication, learning, mobility, 
autonomy, interpersonal relationships 
and social participation. This new legal 
framework reformed special education 
in Portugal and defined that students 
with special educational needs (SEN) 
started to be placarded according to 
the International Classification of 
Functioning - ICF (WHO, 2003) which 
replaces the International Classification 
of Impairments, Disabilities and 
Disadvantages (CIDID). It is taken 
into account to maximize contextual 
factors, giving weight to environmental 
factors. It reinforces the biopsychosocial 
model, and one ICF dynamic character 
of classification, interactive and 
multidimensional. In the educational 
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context, ICF for children and youth 
(ICF-CY) appears at the bottom of the 
evaluation process and the preparation 
of PEI students with special educational 
needs. The OECD has developed an 
operating concept tripartite DDD to 
carry out comparative studies on SEN: 
Category A - D - Weaknesses - includes 
students whose special needs stem from 
an organic cause or identified biological 
(eg hipoacústicos); Category B - D - 
Difficulties - covers students whose 
special needs do not seem to live in an 
organic cause or a social disadvantage 
factor (eg, gifted or dyslexic); Category 
C - D - Disadvantages - includes 
students whose special needs arise 
from socioeconomic factors, cultural or 
linguistic (eg migrants).
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The Bird of Freedom – an Intercultural Creative Project
Introduction
Students can be reluctant to spend a 
whole semester abroad. However, they 
do have an appetite to look over the 
hedge and peer for a while into a fellow 
European country’s education system. 
The challenge for tutors is to find a 
project that is stimulating and rewarding 
and will ignite their interest. Last year, 
10 English and Belgian students took 
part in a Picture Book Arts project.
Combining the specialisms and interests 
of lecturers to create a project can be 
very fruitful. Jon has been working as 
a children’s literature lecturer with an 
interest in picture books while Philip 
has been working in the visual education 
department. Just as an English cup of tea 
needs milk in it, stirring together Jon and 
Philip’s combined enthusiasms created a 
stimulating and refreshing project for the 
students to taste.
Having agreed to base the project 
around picture books, they each searched 
for one challenging and rich picture book 
in their own language. These had been 
carefully selected because they would 
form the foundation of the work that the 
students would do in school.
The books
Philip chose “De Gouden Kooi” by 
Carll Cneut and Anna Castagnoli. It 
is a book about a greedy princess that 
loves birds. She becomes obsessed 
with her search for the perfect bird and 
consequently hurts a lot of her servants. 
At the end of the book she dies a lonely 
death. This European text is unusual for 
any British child because the convention 
is that children’s books must always end 
on a note of optimism. This, combined 
with the beautiful illustrations, painted 
by the Ghentish artist, Carll Cneut, 
made it a rich text within which English 
children and students could explore 
cultural differences between literature 
traditions.
Jon chose “On Sudden Hill” by 
Linda Sarah and Benji Davies. It is 
a story about a rejected boy’s desire 
for friendship which culminates in 
ABSTRACT
Un projet d’étude stimulante et enrichissante a été mis en 
place entre les deux universités basé sur les livres d’images 
pour enfants de 7 à 11 ans. 5 étudiants de chaque université 
ont  planifié ensemble  par Weebly, Facebook et Skype leurs 
leçons pour les enfants. Étudiants belges et anglais ont travaillé 
dans une école à Winchester pour aider les enfants à créer leur 
propre livre d’images électronique et aussi en papier inspiré par 
le “De Gouden Kooi” par Carll Cneut et Anna Castagnoli, écrit 
en néerlandais. En Belgique, ils ont travaillé ensemble dans les 
écoles à l’aide de Gand “Sur la Colline subite» par Linda Sarah 
et Benji Davies, écrit en anglais.
Les étudiants et les enfants engagés avec certains objectifs 
d’inclusion : ils avaient exploré les différences; accepté et 
respecté l’artefact culturel d’un pays différent et apprécié 
la joie et la stimulation qu’il a fournie. Les visites d’écoles 
dans un autre pays ouvrent l’esprit des élèves à la dimension 
européenne de leur monde et ont créé un intérêt pour les 
systèmes éducatifs européens et leurs approches didactiques.
Rooke, Jonathan
Senior Lecturer
University of Winchester, Hampshire, 
England
O’ Neill, Philip
International Relations Officer 
University of Winchester Arteveldeho-
geschool, Ghent, Belgium
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him playing with his new friends in 
a home made soap box car. The lines 
of the illustrations are freer and more 
joyful than the “Gouden Kooi” and 
offer children different opportunities to 
respond as young artists.
The project challenge
Students were set a challenge. How 
could they use each picture book with 
children who spoke a different language 
from the one in the book?
Setting up
The Belgian and British students 
worked together for one week in Britain 
and then Belgium. Before meeting each 
other in real life, they already met in 
virtual reality.
Philip’s home university has a 
policy of using Weebly as a platform 
for sharing intellectual, creative and 
administrative information between 
students and lecturers. This was 
an obvious and effective means of 
developing communication and a Weebly 
was dedicated to the project: http://
ghentwinchester.weebly.com It provided 
an anchor for the collaboration.
Next, relationships between students 
needed to be developed. A closed 
Facebook group was created and students 
very quickly got to know one another. 
As it turned out, the Facebook group 
was a more active and valuable means 
of communication. A third platform was 
Skype. Before the students met for the 
first time, they conducted group Skype 
meetings and made initial plans for the 
work they would do with the children.
The Study Exchange
Exchange 1
Jon: When the students arrived in 
Winchester they immediately worked 
well together and were focused on the 
task. The time spent networking with 
Weebly, Facebook and Skype had 
paid off. This positive collaborative 
atmosphere pervaded the whole project 
and made a significant contribution 
to its success.  On the first afternoon 
with the children in Western Primary 
School, Belgian students treated the 
Year 5 children (9-10 years old) to a 
lesson about Belgium and then they read 
them De Gouden Kooi. The children 
were fascinated by the language and 
the strength of the story. This was an 
example of children valuing diversity. 
Children were divided into groups. Each 
group would write and illustrate their 
own page for their own picture book. 
That afternoon, children collaboratively 
wrote their own text and designed their 
own birds inspired by the text. The 
language was beautiful.
The students returned the following day 
and worked with the children to make 
their birds and create a ‘scene’ related 
to the children’s writing. The classroom 
was alive with creativity and purposeful 
activity. The class teachers, Sarah Horton 
and Helen Foley, refined the language 
with the children and the scenes were 
photographed.
Finally, the words and photographs 
were combined using the Amazon Kindle 
and Amazon Create Space facilities 
to create a downloadable E-Book and 
a paper version of the children’s dual 
language picture book.
English children had engaged with 
some key inclusion objectives: they 
had explored differences; accepted 
and respected the cultural artefact of a 
different country and valued the joy and 
stimulation it had provided. Working 
with Belgian teachers had opened up 
their minds to the valuable European 
dimension of their world and created an 
interest in European culture.
Students had learned a lot too.
Exchange 2
Philip: Five English students arrived 
in Ghent to meet their buddy-students 
again. After spending a day at Artevelde 
University College campus where Philip 
gave an active art session, all of the 
students were inspired to get to work in 
the Belgian classrooms.
The next two days were filled with 
artistic and language challenges. The 
students read the book ‘On Sudden Hill’ 
in English to the Belgian children.
First they interpreted the story and 
created their own ending. In a next 
phase, pairs of children created their 
own imaginative vehicle. Here they used 
a numerous amount of waste materials 
and tape. It was fun to see double-decker 
tanks, rockets, bicycles and so much more.
Besides the very nice results that were 
produced at the end of this activity, the 
children learned so much more. They 
were initiated into English as a language, 
to open up their minds for alternative 
endings and last not but least to employ 
their creativity. While doing this the 
students did not emphasize the product, 
but the process.
The students’ experience in Belgium 
was far more reflective because space 
was deliberately made to consider 
differences in pedagogical approaches. 
The discussion between students about 
their own practices was at a deeper level. 
Both strengths and areas for development 
were explored with guidance from the 
lecturer. Consequently, students were 
able to set up a thoughtful and informed 
comparison between their education 
systems.
 “It was really amazing to see how soon 
children picked up English from the story.” 
“It is interesting to see how teachers 
emphasize the children’s process when 
creating art. It is not at all about the 
product, more about the way of getting 
there.”
“You do not need to go to the other 
side of the world to see another way of 
education.”
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Sweet Ending
The cherry on the pie or in Dutch, 
“de kers op de taart”, was the students’ 
visit to the workshop of Carll Cneut at 
Sint-Pietersabdij in the historical heart 
of Ghent. After viewing his exhibition of 
original artworks they were able to meet 
him in person and explain what they had 
done with the inspiration of his book. 
He was delighted. It consolidated for the 
students how exciting and stimulating 
it can be for children to meet with the 
authors and illustrators of the books 
they read.
What was learned
Small scale study exchanges are 
enthusiastically embraced by students. It 
gives them a glimpse of how European 
colleagues teach and can initiate a 
small transformation in their own 
professional understanding, identity 
and practice.  They can explore their 
professional differences respect each 
others’ pedagogical practices and value 
the diversity that enriches their teaching 
in the future.
The extra time that the international 
coordinators invested in the project has 
been worthwhile. The close collaboration 
via Skype, email and eventually in 
person yielded something valuable and 
rewarding.
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Projet belge «Album pour enfants» dans la formation des 
enseignants du primaire tchèques
ABSTRACT
The subject of this article is the presentation and reflection of the project «Album 
for Children» in the environment of the training of primary school teachers in the 
Faculty of Education, Charles University, Prague. The project was directed by two 
professors from ENCBW, Louvain-la-Neuve - Laurence Afano Grofils and Marielle 
Wyns.
The application of this project within the environment of teacher preparation in the 
Czech Republic enabled to address several topics such as methodology, teamwork 
and cooperative learning for pupils. Questions regarding effective methods of 
teacher preparation were raised, especially those concerning experiental learning 
and collaborative learning for both students and teachers.
En République tchèque, les futurs 
enseignants du primaire suivent un 
programme de cinq ans de maîtrise 
universitaire dans une faculté 
d´éducation. Les études sont jalonnées 
de stages et permettent de développer la 
pratique réflexive des futurs enseignants. 
Néanmoins, les étudiants sollicitent plus 
de pratique et une plus grande utilisation 
de méthodes expérimentales. La mise en 
œuvre du projet belge à deux reprises à 
l’Université Charles à Prague a permis de 
renforcer l’interaction entre la théorie et 
la pratique, de rechercher des méthodes 
efficaces de formation des enseignants, 
et de créer des groupes d’apprentissage 
passionnants.
Description du projet
Ce module de formation, axé 
sur l’album pour enfants, a pour 
objectifs de sensibiliser les futurs 
enseignants à l’intérêt et aux enjeux 
de l’interdisciplinarité et du travail 
de groupe, de développer la créativité 
et l’expression des étudiants,  de les 
doter d’outils didactiques concrets et 
adaptés à l’enseignement fondamental 
dans les domaines des arts plastiques, 
de la lecture, de l’expression orale et 
écrite, et de susciter la réflexion sur les 
apports de la littérature de jeunesse dans 
l’enseignement fondamental.
Au cœur du dispositif, les étudiants 
et enseignants participants sont invités 
à créer, en petits groupes, un album 
jeunesse. Cette activité interdisciplinaire 
permet de développer des compétences 
diversifiées, tant en arts plastiques 
(étapes de création d’un album, 
techniques d’illustration, travail du 
personnage, de la perspective) qu’en 
expression écrite (construction et 
structuration d’un récit, travail de 
l’implicite, stratégies de relecture …). 
Au cours de ce module, les étudiants 
et/ou enseignants vivent les activités à 
leur niveau et explorent les transferts 
possibles, en classe, avec les enfants. 
Quelles techniques choisir pour aboutir 
Tomková, Anna
PhDr., Teacher, Head deputy of
Department of Primary Education 
Faculty of Education, Charles University 
in Prague, Czech Republic
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à une création collective visuellement 
harmonieuse et adaptée aux élèves? 
Quelles consignes, quelles relances 
formuler pour stimuler l’écriture 
créative? Quels outils didactiques 
privilégier pour aider les élèves à 
développer la cohérence interne d’un 
récit illustré, où le texte et l’image 
entrent en résonance? …Autant de 
questions didactiques qui sont abordées 
au cours de la formation.
Réflexion de la première mise en œu-
vre du projet artistique-littéraire
Le premier projet «Album» a eu lieu 
à Prague en mars 2014. En coopération 
avec le département d’enseignement 
primaire et le département d’éducation 
artistique, un groupe de travail très 
intéressant s’est formé, dont les membres 
étaient, d’une part, des étudiants de 
2e et 5e années du cursus d’instituteur 
primaire et, d’autre part, des enseignants 
d´une des écoles primaires qui coopèrent 
avec la faculté dans la formation des 
enseignants. La première partie du projet 
s’est déroulée à la faculté d´éducation 
et la deuxième partie dans les locaux de 
l’école primaire. Le projet représentait 
un total de 8 heures, ce qui fut un 
facteur de stress, étant donné que les 
participants devaient non seulement créer 
des albums en groupes, mais aussi avoir 
suffisamment de temps pour la réflexion 
et l’analyse de  l’expérience du point de 
vue de l’élève et de l’enseignant.
Les participants à ce projet ont apprécié 
le fait de pouvoir vivre les situations 
de la même manière que leurs élèves 
dans leurs classes. Le principal sujet 
de discussion fut le travail de groupe 
et l’apprentissage coopératif. Les 
participants ont pu prendre conscience 
des sentiments contrastés d’un apprenant 
qui est amené à s’exprimer au travers 
d’activités créatives, et, dans le même 
temps, à concilier avec les autres 
membres du groupe. Chaque participant 
a pu préciser dans quelle mesure il s’est 
senti capable de défendre ses points 
de vue et/ou de donner l’espace à ses 
collègues, de manière à mener à bien non 
seulement la réalisation de l’album, mais 
également l’entente au sein du groupe. 
On a remarqué que la méthode de projet 
utilisée prend beaucoup de temps et que 
le dispositif gagnerait à être aménagé 
de manière à dégager plus de temps 
pour la réflexion et l’évaluation, si cette 
méthode doit être l’une des stratégies 
d’apprentissage efficaces.
The last and, to many, the most challen-
ging of the Wall-exercises was the 5) Wall 
of Secrets. Some of the answers:
Réflexion de la deuxième réalisation 
du projet
En avril 2015, le projet « Album » a été 
réalisé à Prague avec un nouveau groupe 
d’étudiants et d’enseignants en fonction. 
Cette fois, c´étaient les étudiants en 
formation d’instituteurs primaire sans 
spécialisation artistique et des instituteurs 
d’une autre école partenaire de la faculté, 
qui ont été invités. Pour cette deuxième 
expérience, nous avons aménagé le 
cadre temporel (10 heures), de manière 
à dégager un espace pour une réflexion 
guidée.
Le point de départ de cette réflexion 
autour du projet a été l´explication 
du principe d’isomorphisme dans la 
formation des enseignants en Belgique. 
Comme l’ont expliqué les formatrices, 
le principe d´isomorphisme signifie 
que les étudiants eux-mêmes vivent, 
à leur niveau, l´activité, pour ensuite 
mieux assurer le transfert dans les 
classes primaires avec les enfants. Il 
est important de savoir, cependant, 
que le dispositif ne peut être transféré 
tel quel : les enfants doivent être 
confrontés à des tâches adaptées à 
leurs capacités.  Pendant l´activité, les 
participants peuvent également observer 
les interventions des enseignants qui 
donnent des tâches, formulent des 
relances et cadrent le projet.
Une autre partie de la réflexion a été 
menée à propos de la tâche créative et à 
son sens pédagogique. On a constaté que 
mener une activité créative coopérative 
présente divers intérêts pédagogiques, à 
condition que l’organisation du travail de 
groupe soit finement anticipée et menée 
efficacement. Il est en effet nécessaire de 
s’assurer d’une bonne gestion du temps, 
de l’hétérogénéité des groupes et d’une 
répartition harmonieuse des enfants au 
sein de ceux-ci, de la taille du groupe, de 
la répartition des tâches, de l’élaboration 
et de la verbalisation de règles de travail 
claires.
Conclusions et recommandations pour 
la formation des enseignants
Des deux interventions de ce projet 
belge dans la formation des futurs 
enseignants en République tchèque, on 
peut enfin formuler certaines conclusions 
et recommandations pour la formation 
des enseignants, dans le contexte tchèque 
et ailleurs:
La méthodologie active utilisée lors 
de la formation renforce l’unité entre 
l’apprentissage mené par les étudiants 
de la faculté et l’enseignement à l’école 
primaire. Le retour réflexif sur l’activité 
vécue est également un moment clé de 
cette formation.
Les professeurs étrangers étaient des 
professionnels de leurs domaines - 
l’une des professeurs est l’auteur de 
plusieurs livres pour enfants - et ont pu 
faire profiter les participants de leurs 
expériences et de matériaux authentiques 
– notamment des albums de jeunesse de 
différents styles, formats, accessibles en 
tant que modèles.
Le projet s’est avéré assez réaliste et 
transférable dans la pratique, notamment 
parce qu’on l´a réalisé dans les locaux 
d’une  école primaire. Dans les 
évaluations, certains étudiants ont dit 
que la réalisation d´une partie projet dans 
l’espace réel a créé une atmosphère très 
agréable.
Au sein des sous-groupes, les étudiants 
et les enseignants en exercice travaillent 
ensemble –ce qui donne lieu à des 
échanges fructueux. Les étudiants 
ont ainsi l’occasion de s’intégrer à 
la communauté des enseignants et 
de travailler avec des professionnels 
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en contact avec le terrain depuis 
plusieurs années et, en tant que tels, 
dans une certaine mesure façonnés par 
leur expérience professionnelle. Les 
étudiants peuvent dès lors récolter des 
informations et des commentaires des 
collègues directement ancrés dans la 
pratique de classe. Dans la formation, les 
enseignants, par exemple, ont analysé 
les difficultés possibles des tâches pour 
les enfants de chaque classe et de chaque 
niveau, ils proposaient des variantes 
aux activités proposées et partageaient 
des dispositifs similaires expérimentés 
dans leurs classes. Quant à eux, les 
enseignants pouvaient par exemple 
échanger à propos des expériences 
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des étudiants qui essayent d’inclure 
de nouvelles méthodologies lorsqu’ils 
travaillent avec des enfants, de changer 
les rôles traditionnels de l’enseignant 
et de l’élève dans l’apprentissage et de 
donner aux enfants plus de liberté et de 
responsabilité dans leur apprentissage. 
Les étudiants et les enseignants ont ainsi 
tiré de la diversité des expériences, des 
opinions et des idées nouvelles. Une 
formation conjointe des enseignants de la 
pratique et des étudiants, qui deviennent 
partenaires dans la réalisation d’une 
tâche concrète, c´est une des voies 
du développement de la qualité de la 
formation des enseignants.
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Inclusive Environments to Retain New Teachers
The RETAIN Project is a partnership 
between five partners of different 
educational backgrounds and cultures. 
It is coordinated by the South Denmark 
European Office and the member 
institutions are the following: University 
College South Denmark (DK), 
University of Exeter (UK), Haute Ecole 
de Namur-Liège-Luxembourg (B), 
Ramon Lull University (S) and Çukurova 
University (T).
Because stress, burn outs, demotivation 
and teachers leaving the teaching 
profession are acknowledged challenges 
in many European countries and because 
this does not only affect the individual 
teachers, the school organization but 
also the quality of the teaching of our 
children; the objective of the project is to 
propose tools for school authorities and 
managers to create inclusive and creative 
working environments in order to keep 
highly motivated teachers and to achieve 
the best possible learning environment in 
European schools.
We began our research with a review 
of the available literature around teacher 
retention in the different countries. On 
the one hand, some of the issues leading 
teachers to leave tended to be similar: 
workload, stress levels, pupil behaviour, 
relations with parents, integration, 
working conditions. On the other hand, 
some of the reasons mentioned were 
linked to a particular situation, or to a 
particular individual. Indeed, in some 
countries we face a shortage of teachers, 
whereas in others a teacher job is very 
much sought after and is a guarantee of a 
secure income, even when the motivation 
has disappeared. Moreover, some novice 
teachers considered a lack of autonomy 
and of initiative as a negative aspect and 
others described a lack of support as a 
difficulty at the beginning. As a result, 
the drop-out rate of novice teachers 
can vary a lot depending on the school 
management, on the kind of school or the 
level. Elements mentioned as favourable 
for staying in the profession are the 
following: good social and working 
relationships, interaction with children or 
teenagers, a sense of vocation, being able 
to pass on knowledge and know-how and 
an interest in a subject area. 
As a result of this preliminary 
analysis, we have defined five areas 
to enhance inclusive environments to 
retain new teachers: differentiation and 
inclusion; co-construction, co-design 
ABSTRACT
Un projet Comenius 2.1. qui a pour objet de créer une boîte à 
outils pour les directeurs, les responsables de sections afin de 
faciliter l’accession à la profession et d’aplanir le chemin entre 
la formation initiale et le monde du travail. Différents domaines 
sont abordés : la collaboration avec le monde extérieur, 
la différenciation et l’inclusion, le stress, la collaboration 
entre différentes générations d’enseignants et l’identité 
professionnelle.
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and collaboration; collaboration with 
the external world; stress management 
and co-planning, professional identity. 
Tools to be used in schools have been 
developed and tried out in relation 
with the five above mentioned themes. 
Although one tool at least is identified 
for each specific theme, most of them 
can easily be used in relation to the 
other issues and challenges as well. The 
suggested tools are bottom-up rather than 
top-down ones, requiring both a high 
degree of management engagement and 
a high degree of participation. They are 
designed for open-ended processes rather 
than close ended ones. Finally, they 
are all aiming at introducing changes 
through encouraging reflection and 
critical dialogue.
Here are some examples of the tools 
suggested.
- The Inclusion Compass (National 
Centre for Inclusive Research and 
Practice www.nvie.dk) is a way of 
working with and shifting between 
different perspectives to gain new 
information on the basis of a team 
dialogue. For example, looking at 
a specific dilemma related to the 
cooperation with parents and once 
having reflected on and shared views 
about the pro and cons of the ideas 
and solutions put forward from a 
management perspective, the Inclusion 
Compass suggests a change of 
perspective, now using, for example, the 
teacher perspective to reflect over the 
same dilemma, but now of course from 
the teacher’s perspective, and so on. 
- Reverse mentoring is a way of 
working where new junior employees, 
senior teachers and managers are put 
together to discuss and share about one 
common question or issue, with all 
partners coming up with their experience 
or their new knowledge. In this case, 
participants from different generations 
understand and appreciate each 
other’s strengths and their respective 
contribution to the solution to a problem.
- Representations of one’s 
professional identity – Analyzing 
the similarities and differences in the 
representations of the teaching job at the 
beginning of the career and after some 
years of experience (http://www.pipsa.
be/actualite/formation-au-jeu-motus-
sept2011.html - pictures that can be used 
to stimulate the reflection).
- SWOT analysis – A tool to 
help novice and senior teachers to 
acknowledge that they have strengths 
and weaknesses and to identify 
opportunities and threats.
- Role analysis - Teaching being a 
profession that requires developing 
multiple and not always well-defined 
functions, it means continuously 
investing time on the team. In order 
to explicitly address this issue, the 
following factors should help first to 
reduce the stress that it is generated, 
and secondly to develop personal and 
organizational resources that allow the 
teaching in a healthier way.
All those tools and others will be 
presented at a conference in Brussels 
on April, 21, 2016. You are welcome to 
attend. More information: 
chantal.muller@henallux.be
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Just Little Things as to How to Include her…
Introduction
The University of Teacher Education of 
the State of Vaud (HEP Vaud) Lausanne, 
Switzerland has created partnerships 
with Universities in Europe and 
beyond through Projets d’Etudiants et 
d’Enseignants-chercheurs en Réseaux 
Sociaux (PEERS) since 2011. The aim 
of PEERS is to encourage international 
mobility of lecturers and students 
to improve education and research 
to create global teachers. One of the 
performance indicators of St. Patrick’s 
College Strategic Plan, Céim ar Chéim 
2012-2015, is to increase the number of 
students participating in international 
programmes by 20%. St. Patrick’s 
College Physical Education Unit became 
involved with PEERS in summer 2014.
Oberman et al. (2014) recognise that 
there is broad consensus that global 
citizenship ‘is concerned with global 
issues, supports understanding of the 
causes and consequences of injustice and 
inequality in the world, and encourages 
action to effect social change. To create 
a global teacher one needs to expose 
student teachers to global as well as 
local issues to encourage self-reflection, 
questioning, and discussion and provide 
knowledge and critical analysis of 
knowledge and experiences in order 
to create positive attitudes and values. 
‘Today’s Higher Education is facing 
the challenge of a Global World, an 
interconnected multifaceted reality’ 
(Gilles & Soldevilla Montañés, 2014). 
The re-imagined 4-Year Bachelor of 
Education programme at St. Patrick’s 
College is committed to creating global 
teachers in line with international 
recommendations.
The global and local issue of this 
PEERS project is the inclusion of 
children with special educational 
needs (SEN) and in particular physical 
disabilities in physical education (PE) 
lessons. Inclusion of children with SEN 
is written in the UN Convention on the 
Rights of the Child. It involves identity 
and belonging by developing a positive 
sense of self of children with SEN, 
despite differences. It involves social 
justice in the form of equality and in this 
case, PE teachers including children with 
disabilities in their PE lessons.
ABSTRACT
Marron et al. (2013) font part de l’opinion des étudiants-
enseignants en regard avec l’inclusion d’élèves à besoins 
particuliers durant leurs stages en éducation physique (EPS). 
Ils recommandent, comme outil supplémentaire, la possibilité 
d’observer des enfants à besoins particuliers pendant les leçons 
d’EPS, l’intégration de la différenciation et un équipement 
adapté. L’UER d’EPS du St. Patrick’s College a participé à un 
projet PEERS avec la Haute école pédagogique à Lausanne. 
La thématique du projet était ‘Tous les élèves apprennent et 
ont du plaisir en EPS’ avec une focale sur les élèves atteints de 
handicaps, une  problématique globale et locale. Le programme 
d’échange était composé d’observations de leçons d’EPS dans 
les écoles primaires et secondaires ainsi que de participations à 
des séminaires (en lien avec la problématique).
Six étudiants-enseignants et deux formateurs ont été impliqués 
dans le projet durant l’année académique 2014-2015. Forts 
de ce programme international de mobilité, les étudiants-
enseignants ont accru leur sensibilité sur ces “petites choses” 
liées à la stratégie et à la qualité qui permettent d’inclure des 
élèves à besoins particuliers durant les leçons d’EPS.
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This article will highlight some 
literature on (1) inclusion in PE. It will 
then outline (2) the PEERS project 
structure (3) the participants (4) the 
research study and (5) key outcomes.
1 - Inclusion in PE
Integration of children with SEN is 
encouraged in mainstream schools where 
appropriate and feasible with as little 
segregation as possible in Ireland since 
the 1990’s (DES, 1993) and since 2012 
in the State of Vaud. The Irish Primary 
Physical Education Teacher Guidelines 
(1999, p.19.) and the School Law in State 
Vaud (Chapitre IX Pédagogie différen-
ciée Art. 98) recommends that teachers 
adapt the environment, equipment, and 
activities, and to seek advice from ex-
perts depending on the needs of specific 
children. Fitzgerald (2011) believes 
that inclusion is a means of increasing 
participation in learning by all children 
in order that their educational needs can 
be met. Block and Obrusnikova (2007, 
p. 114) have observed that children with 
SEN experience “good days” and “bad 
days” in PE lessons. Within PE “a range 
of contexts and practices are seen as 
fostering inclusive experiences” (Fitz-
gerald, 2011, p. 4). Children report that 
“playing games together” makes them 
feel included in their schools (Balfe & 
Travers, 2011).
The attitudes of teachers are 
considered crucial to the process of 
inclusion in PE lessons (Sherrill, 1998; 
Fitzgerald, 2011). We must empower 
student teachers in our work to have the 
confidence and competence to include 
children with SEN to the best of their 
ability in their PE lessons to achieve 
lifelong physical activity potentially 
for these children, one of the principal 
aims of PE.
Marron et al. (2013) in their study 
reported that student teacher challenges 
on school placement included 
struggling with PE content knowledge 
and physically assisting children with 
SEN in their PE lessons. One particular 
support identified by the study 
participants was the presence of the class 
teacher during the PE lesson. Additional 
supports recommended by the student 
teachers were the possibility of observing 
children with SEN in PE lessons, the 
integration of more specific ‘scenarios’ 
and availability of adapted equipment 
and resources in their PE courses. The 
PEERS project focus provided a logical 
development of Marron et al’s. study.
2 - PEERS project structure
The PEERS project is outlined in Table 
1. Six student teachers were involved 
in the study, three Irish and three Swiss. 
Two lecturers were involved who 
collaborated online and face to face 
during the visits. Components of this 
PEERS project are outlined in Table 2
3 - The participants
The 2nd year Irish student teachers 
were studying an undergraduate 4-year 
degree to become generalist primary 
teachers to children aged 5-12 years. 
These students were studying a PE Major 
Specialism to become leaders in PE. 
The 3 Swiss students were 2nd year post 
graduate Masters students, qualifying to 
be specialist teachers of PE to children 
aged 10-16 years. Two Swiss students 
and one Irish student had no experience 
of including children with SEN in their 
PE lessons on school placements. One 
Swiss student had an Adapted Physical 
Activity certificate for teaching in special 
schools with some experience.
4 - The research study
The Swiss students completed a 
written report on their ‘away’ Irish visit 
to receive 5 ECTs. The Irish students 
will receive a notification on their final 
graduation transcription but no ECT’s.
The Irish lecturer had ethical permission 
through CREATE from St. Patricks 
College Ethics Committee for a research 
study based on PEERS (Table 2).  Data 
from three focus group interviews on 
Day 1 and 5 of the Dublin visit, and Day 
4 of the Lausanne visit informed this 
research study and is woven into this 
article (Table 1).
 Table 1: PEERS Project: ‘All children learning and enjoying from PE’  
Dublin Visit  13th-17th October 2014 (5 days) 
Lausanne Visit 16th-20th February 2015 (5 days)  
 Table 2: Components of the PEERS Project and Visits 
Communications by Email, Skype, Whats App, Dropbox 
Visits 
• Attendance at PE seminars 
• Mainstream primary and secondary schools PE lesson observations 
• Reflection meetings and interviews 
• Readings 
• Cultural visits & Social events 
Outcomes 
• Student field notes & reports  
• Comenius Journal article  
• PEERS Symposium Presentation 2 July 2015  
• Autumn 2015 Susan Marron to write paper on ‘How have student teachers’ 
perspectives changed their thinking, if at all, on inclusion in PE from their 
experience in a European exchange project?’ 
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5 - Key outcomes
The student teachers were impressed 
when they observed simple PE 
modifications in observed PE lessons 
during the PEERS school visits.
‘Just little things as to how to include 
her (student with disability on school 
visit) like it’s small but it includes her so 
much like little strategies that they can 
use’
‘It’s like a really small adaptation and it 
worked for including the child (with SEN) 
using a Zone (safe area along the side of 
the gym for the child with the disability to 
move in the wheel chair)’
‘In relation to inclusion when you’re sit-
ting in lectures and when we’re learning 
about it and it’s on a piece of paper it is 
completely different from when you get to 
see it in action. I think it was good to see 
some lessons’
Observing the enthusiasm of the tea-
chers teaching the PE lessons made an 
impression on these student teachers.
‘It was good to see the different tea-
ching styles, like you really notice it and it 
makes us want to be more enthusiastic in 
our class because children are more en-
gaged than I think’
In relation to being a global teacher, one 
student teacher made a strong statement 
about the impact an individual teacher 
could have on children with disabilities. 
Referring to a PE teacher who we 
observed and spoke to, the PEERS 
student teacher commented:
‘I think that if you are a global teacher 
you have to be an educated teacher, you 
have to be a manager, you have to be a 
political teacher’
At the end of the Lausanne visit key 
messages were shaping the student 
teachers attitudes.
‘He (the teacher) was determined and 
he was kind of standing up for the rights 
of like the child (with the disability)’
Conclusion
During this PEERS project student 
teachers observed and reflected on ‘little 
things, that could assist them to enhance 
the PE experiences of children with 
physical disabilities so that all children 
are learning and enjoying from PE. 
We believe their thinking on the global 
issue of inclusion with a focus on PE is 
evolving.
Special thanks are due to the schools 
and PE teachers that welcomed us to 
observe their PE lessons and to our PE 
colleagues.
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Certificat International en Pratiques Pédagogiques 
Comparées
ABSTRACT
In the following articles, Florine Dumortier and Anne-Sophie 
Donnay share successively the experiences they lived during 
the school year 2014-2015. They followed the International 
Certificate in Comparative Education organized by the Haute 
Ecole Léonard de Vinci/ ENCBW that was held in Louvain-la-
Neuve and Brussels for the first part of the year and in Valencia 
at the Universitat de Valencia for the second part of the year.
Après trois années d’études en 
institutrice primaire, je me suis lancée 
dans une quatrième année internationale 
proposée par la Haute Ecole Léonard de 
Vinci/ ENCBW : Certificat International 
en Pratiques Pédagogiques Comparées. 
Dans le cadre de cette quatrième année, 
les étudiants sont appelés à mener un 
projet d’un an. Je me suis associée 
à une amie et nous avons décidé de 
nous lancer dans une grande aventure. 
Nous voulions nous intéresser aux jeux 
pédagogiques autour des enfants issus de 
l’immigration et des enfants du voyage. 
Notre thématique, bien trop large pour 
l’exploiter de manière approfondie 
pendant un laps de temps d’un an, 
s’est modifiée au cours de l’année pour 
porter le nom de « Sensibilisation à la 
problématique de l’immigration et 
approche du français langue étrangère 
et seconde ». Malgré que notre projet se 
soit réorienté, nous avons quand même 
fait des découvertes sur les autres sujets 
de départ. Cette année est constituée de 3 
grandes parties.
Tout d’abord, nous avons débuté notre 
année par des cours sur divers sujets. 
Ceux-ci m’ont apporté:
• une ouverture sur le monde,
• des activités pour faire vivre 
l’interculturalité en classe,
• une meilleure connaissance du 
système pédagogique en Fédération 
Wallonie-Bruxelles,
• une meilleure connaissance des 
systèmes éducatifs d’autres pays 
tels que le Bénin, l’Allemagne, 
l’Espagne, la France, le Québec, 
la Chine, la République Tchèque, 
l’Haïti grâce aux témoignages 
d’intervenants étrangers.
Donnay, Anne-Sophie
Primary teacher - Student finalizing the 
International Certificate in Comparative 
Education
Haute Ecole Léonard de Vinci / Ecole 
Normale Catholique du Brabant Wallon 
(ENCBW), Louvain-la-Neuve, Belgium
Dumortier, Florine
Primary teacher - Student finalizing the 
International Certificate in Comparative 
Education
Haute Ecole Léonard de Vinci / Ecole 
Normale Catholique du Brabant Wallon 
(ENCBW), Louvain-la-Neuve, Belgium
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Ces cours m’ont permis de développer 
d’autres connaissances sur notre système 
éducatif et attirer mon attention sur 
notre monde, ses défis et ses politiques 
éducatives.
Dans un deuxième temps, nous avons 
éclairci nos objectifs et nous avons 
continué notre projet. Concernant 
l’immigration, notre objectif était de 
découvrir les problèmes que les enfants 
issus de ce milieu rencontrent dans 
notre société, découvrir leur quotidien 
et ce que la société met en place pour 
leur faciliter l’accès à l’enseignement. 
En ce qui concerne la langue française, 
nous voulions nous former au français 
langue étrangère et seconde. C’est dans 
ce but que nous sommes allées à la 
rencontre d’associations et d’écoles. 
Nous avons suivi des formations et 
nous avons fait plusieurs recherches, 
lu plusieurs livres et vu de nombreux 
films. De toutes ces étapes, je ne parlerai 
ici que de deux grands points parmi 
toutes les activités vécues. Au mois de 
novembre, j’ai participé à une formation 
de l’association «Annoncer la couleur» 
intitulée «Mon ami Paco : les migrants 
et l’accueil  à travers le journal illustré 
d’une petite fille». Cette formation fut 
très enrichissante. A partir du livre «Mon 
ami Paco», l’auteur nous a fait vivre 
plusieurs outils méthodologiques afin 
d’exploiter au mieux ce livre et d’aborder 
la thématique de l’immigration. Cet 
ouvrage peut servir de point de départ. 
Les activités se révèlent intéressantes 
pour l’interculturalité, la créativité ou 
pour d’autres exploitations de livres: 
écriture d’un texte au départ d’un objet 
dont on ne connait pas l’histoire, lecture 
du livre simplement avec les images 
qu’il faut remettre dans l’ordre, jeu de 
rôle où un enfant joue l’auteur du livre 
et se fait interviewer par un autre, mettre 
des couleurs sur les planches du livre 
pour faire apparaitre ses émotions, écrire 
un texte à partir d’une photo où une 
partie est masquée, créer un atelier philo 
à partir des questions qui émergent sur le 
livre,… Nous avons aussi reçu un apport 
théorique sur le sujet de l’accueil. De 
plus, les encadrants ont répondu à toutes 
les questions des participants.
Au mois de décembre, nous avons 
passé une semaine dans une classe 
DASPA (Dispositif d’Accueil et de 
Scolarisation des Primo-Arrivants). 
L’expérience a été fabuleuse. J’y ai 
découvert une méthodologie et une 
gestion de classe adaptée aux besoins 
de ces enfants. L’institutrice fait preuve 
de différenciation et tient à cœur d’y 
apporter les meilleures bases possibles 
pour le développement de ses élèves. 
L’encouragement et l’accueil se révèlent 
des éléments indispensables. J’ai eu un 
aperçu de la difficulté que rencontrent 
les enfants en arrivant dans un pays 
dont ils ne parlent pas la langue et de la 
difficulté de travailler avec une classe 
multiculturelle, d’âges différents, aux 
besoins différents, aux connaissances 
différentes. Mais cette difficulté peut 
apparaitre comme une chance et une 
force.
Dans un troisième temps, nous 
sommes parties 5 mois en Espagne, plus 
précisément dans la ville de Valencia. 
Là-bas, nous avons suivi des cours et fait 
un stage. Les cours ont été choisis soit 
par intérêt pour notre projet soit pour 
nous aider dans l’apprentissage d’une 
langue: le castellano. En effet, c’était 
un autre des grands défis de mon année: 
l’apprentissage d’une seconde langue. 
Ce défi m’a, en plus, permis de travailler 
mon projet et d’évoluer dans celui-ci. 
Ce fut quelque part une suite logique à 
mes rencontres et mes découvertes. Je 
vivais exactement ce que peuvent vivre 
les primo-arrivants en Belgique, à une 
exception: j’avais quelques bases en 
espagnol (Niveau A1). Bien que pour 
ma part, la langue apprise ne soit pas le 
français, l’expérience est intéressante 
à vivre et permet d’en apprendre plus 
sur des apprenants en langue étrangère 
francophone. Elle permet d’avoir un 
aperçu sur des questions telles que : 
comment peut-on se sentir dans un 
pays où il nous est difficile de parler? 
Quelles stratégies peut-on employer pour 
faire passer un message? Comment je 
procède dans mon apprentissage d’une 
autre langue et comment fait une autre 
personne? Passe-t-on d’office par la 
traduction dans sa propre langue pour 
formuler une phrase ? Quelles sont les 
difficultés que je rencontre dans l’étude 
de cette nouvelle langue? Qu’est-ce 
qui permet mon évolution ? Quels sont 
les changements entre le premier mois 
et le cinquième mois ? Quelles sont 
mes ressentis aux différentes étapes de 
mon évolution? Pour moi, il est certain 
qu’en vivant soi-même les situations 
que nos futurs élèves pourraient vivre, 
je pourrai mieux comprendre leurs 
sentiments. Ce que j’ai ressenti ne sera 
pas vécu forcément de la même manière 
par d’autres personnes. Avoir vécu la 
même expérience de vie avec une amie 
m’a permis de prendre d’autant plus 
conscience de ces différences.
Finalement, cette quatrième année 
c’est une ouverture sur notre monde 
et son fonctionnement et surtout sur 
le monde de nos futurs élèves, un 
moyen de prendre le temps de faire des 
recherches, la découverte d’une autre 
culture et d’un autre pays, le défi et 
l’apprentissage d’une nouvelle langue, 
s’outiller pour être mieux formée et 
apte à donner des réponses plus justes 
aux attentes de nos futurs élèves. Je 
ressors un peu plus expérimentée dans 
un domaine qui m’était inconnu. Mais 
il est sûr que j’espère  ouvrir de plus 
grandes portes et continuer à plonger 
et évoluer dans cette thématique de 
l’accueil et de l’interculturalité. Car de 
la rencontre naissent l’enrichissement et 
l’épanouissement pour les élèves comme 
pour les professeurs. Finalement, les 
êtres humains sont tous différents mais 
semblables à la fois. Tout dépend des 
lunettes que l’on porte.
Florine DUMORTIER
La 4ème année internationale: une 
expérience unique
Durant cette quatrième année, nous 
devions mener un projet. Pour ma 
part, j’ai travaillé en binôme avec 
une amie sur la problématique de 
l’immigration. Ce fût notre choix car 
c’est un thème d’actualité autour duquel 
gravitent beaucoup de clichés. De plus, 
nous serons sans doute confrontées 
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à des enfants immigrés dans notre 
classe et nous voulions améliorer nos 
connaissances afin de mieux agir avec 
eux, d’être plus efficace dans notre 
métier d’institutrice primaire.
Lors du premier semestre, nous 
avons suivi des cours qui nous ont 
apporté de nouvelles connaissances 
sur l’interculturalité, l’enseignement 
dans d’autres pays mais également sur 
notre système éducatif en communauté 
française. Nous avons également eu une 
période pour faire des recherches sur 
notre projet ainsi que des stages. Nous 
avons vécu une première expérience 
dans une classe dite DASPA (Dispositif 
d’Accueil et de Scolarisation des Primo-
Arrivants) à Molenbeek. Elle fût tout 
simplement incroyable! Nos quelques 
jours auprès des enfants primo-arrivants 
m’ont donné envie de m’investir dans 
ce genre de classes, d’écoles qui sont les 
premières étapes d’une intégration dans 
notre pays. 
Le deuxième semestre, nous a 
emmenées en terres espagnoles à 
Valence. Non seulement nous apprenions 
une nouvelle langue et découvrions une 
autre culture mais avons également vécu 
des expériences uniques et intéressantes. 
Notre stage s’est déroulé dans une 
école de gitans.  J’ai découvert une 
population plus pauvre que ce que je 
n’imaginais. Certaines familles n’ont ni 
l’eau courante, ni l’électricité. L’école 
a dû mettre en place certains dispositifs 
d’aides comme la possibilité de prendre 
une douche et un petit-déjeuner, le don 
de vêtement, l’achat des livres scolaires, 
l’étude après la classe... L’équipe 
éducative est aidée par environ quatre-
vingt bénévoles qui sont là pour les 
récréations ou parfois, c’est le cas de 
nombreux stagiaires, pendant les heures 
de cours. Nous avons été confrontées 
à un public relativement pauvre et pas 
toujours facile à gérer. Cependant, 
malgré des groupes classes parfois très 
difficiles, les professeurs restent motivés 
et convaincus que petit à petit les choses 
changeront. Un jour, les enfants gitans 
auront les moyens de s’intégrer dans 
les écoles espagnoles et de réussir un 
cursus scolaire car c’est une réalité, 
très peu d’entre eux arrivent à la fin du 
secondaire.
Notre aventure en Espagne nous a 
permis également de voir comment 
l’éducation fonctionne là-bas. Au niveau 
universitaire, nous avons suivi des 
cours de la formation en sciences de 
l’éducation ainsi que dans la formation 
de maître d’école. Nous avons pu 
constater des éléments positifs et négatifs 
qui, aujourd’hui, nous aident à concevoir 
l’éducation d’un autre œil. Cette 
expérience, de manière générale, m’a 
remise en question ainsi que ma manière 
de concevoir l’enseignement. Je trouve 
que dans toute formation professionnelle, 
cela devrait être obligatoire d’aller voir 
dans d’autres pays ce qui s’y passe et les 
moyens économiques ne devraient plus 
en être une barrière.
Anne-Sophie DONNAY
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Drama and Intercultural Communication Spring semester, 
2015, Stavanger, Norway
ABSTRACT
Ce semestre, je suis allée à l’Université de Stavanger en Norvège avec le 
programme Erasmus comme un étudiant d’échange pour étudier là un bachelor 
Drama dans l’éducation. Cet article est une vue d’ensemble sur le cours de 
ce semestre. Je parle de mes expériences, les différents projets autour de 
l’interculturalité et du théâtre. Ensemble, ils forment le programme d’échange 
qui fait partie de la formation des enseignants. Enfin, je parle aussi de mon thèse 
baccalauréat dans laquelle j’ai recherché la méthode de Drama et où j’ai vérifié si 
cela pourrait être mis en œuvre dans les écoles en Flandres, Belgique. Résumé, je 
peux dire que mon expérience avec la méthode de Drama ai été très positif et que je 
crois que cela est une méthode d’enseignement de l’avenir.
Steurs, Karen
Student 
Bachelor Teacher Training for Secondary 
Education
Thomas More Mechelen, Mechelen, 
Belgium
Experiences of an Erasmus Student
Hello, Norway!
This spring semester, (hopefully) 
the very last of my bachelor, I have 
lived and studied in Stavanger (UiS) 
in Norway. During the first year of my 
three-year training to become a teacher 
I never would have thought that I would 
be going abroad with the Erasmus 
programme. During the information 
session in the second year however, I 
got this small itch that wanted me to go 
and explore the international education 
community. I wanted to learn about how 
the education system works in another 
country, interact with students from a 
different teacher education, learn and 
experience new ideas. I was particularly 
interested in the Scandinavian countries, 
because I had never been there before 
and their educational system is 
apparently among the best in the world.  
So before I realized it, I was enrolled 
for an exchange to the University 
of Stavanger, Norway and would 
undergo an experience in Scandinavian 
culture and furthermore, in “Drama 
and Intercultural Communication”, a 
course with academic grounding in the 
performing arts and pedagogy, according 
to the ECTS-fiche. The course’s main 
goal is to promote communication 
though theatre in a multicultural society.
The New Year came and passed, and 
I attempted to pack my life in a few 
bags, after which I left for Norway. I 
still remember the first meeting with 
my class, in the hallway outside the 
classroom, which would later be revealed 
as a black box theatre. Since I already 
met with other exchange students, who 
were in classes together, I also expected 
to have international classmates. But 
when I stood in that hallway and asked 
where everyone was from, I got a lot 
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of Norwegian sounding places as an 
answer. Apparently, Sara (another 
Belgian student who had yet to arrive) 
and me were enrolled in a normally 
all Norwegian class! One thing you 
certainly have to be prepared for when 
going abroad is surprises around every 
bend. You may have certain expectations 
about everything, but do not be surprised 
when they turn out differently.  
Now that the semester is over, both 
Sara and me wouldn’t have had it any 
other way. Our Norwegian class was the 
warmest, most open and funniest class 
I have ever been a part of, the people 
we met are friends for life.  During the 
semester we did a lot of different drama 
and theatre projects and learned about 
playwrights, directors and pedagogues 
who left an imprint on theatre heritage in 
and out of education.
Drama in education
A first technique with which we 
learned to work is a process drama, a 
teaching method that can be used in 
any class or subject and which finds its 
roots in a century’s worth of methods 
from different drama pedagogues, such 
as Peter Slate, Brian Way, Dorothy 
Heathcote and Gavin Bolton. During 
these classes, my belief in the drama 
method as a teaching tool of the future 
only grew. The way it encourages 
children (and adults) to be creative, 
think critically, develop themselves 
emotionally and physically, how it helps 
construct your own personality and the 
understanding of others around you… all 
of this makes drama a very rich learning 
process, in which you learn in reality and 
not just about reality. Furthermore, we 
worked with a range of different theatre 
techniques, for example the viewpoints 
technique designed by Landau and 
Bogart. For this we got a guest teacher 
from Oslo and who we ended up with 
making a small play about social and 
cultural problems in the modern world. 
We later used this technique again when 
working with etnotheater. We prepared a 
play about tolerance and visited different 
secondary schools with it.
Our experiences with intercultural 
Norway were further extended when we 
collaborated with a group of immigrants 
in Stavanger, who were all in the same 
Norwegian language learning class in 
the Johannes Laeringssenter. We worked 
with the Theatre of the Oppressed 
technique, developed by Augusto Boal 
in Brazil, in order to work against 
oppression in Society. Both Sara and 
me compared our exchange experience 
with the stories we heard that week, 
as they made strong impressions on 
not only us two, but also on our other 
classmates. We got more aware of forms 
of oppression that before went quite 
unnoticed for us. A realisation I made 
that week was that even though I was 
also a foreigner in Norway, whenever 
I had troubles in a store or with other 
public services, I immediately introduced 
myself as an exchange student from 
Belgium. After this week, I was more 
aware about the fact that this gave me a 
kind of safe conduct in the eyes of the 
people I interacted with. I was there with 
a reason: studying. I would also leave 
again and of course that was why I didn’t 
speak the language. No problem at all, 
here you go, have a nice day.  During the 
classes we made tableaus (still images) 
which visualised the Norwegian society 
and we were a bit shocked about all 
the intolerance that still lingers today. 
This awareness is nice, also because 
you realize that maybe you yourself 
are unconsciously oppressing others 
sometimes. The plays we made together 
vouched for equality, tolerance, standing 
up for your rights and the love of one’s 
neighbour.
A trip to Copenhagen, Denmark, was 
next on the schedule, where we attended 
a children theatre festival and saw many 
beautiful plays that got us thinking and 
touched us inside. This lead up to our 
own big theatre project, were we worked 
with plays from famous playwrights 
and made a new performance out of it. 
We reinvented the scenes, lines, even 
characters and moulded it to our own 
interpretation. The group were I was part 
of worked with the comedy play “We 
won’t pay!” from the Italian playwright 
and Nobel Prize winner Daario Fo. 
We got mentored by an actor from 
the Rogaland Theatre and in the end 
performed this play six times, for school 
visits as well as evening performances 
open for the public. The money we raised 
with entrance tickets and the desserts 
and coffee sale went to the earthquake in 
Nepal.
Since this was the final year of my 
education, I wrote a bachelor thesis and 
chose working with the drama method 
as a topic. After months of intensive 
working with drama, I really started 
to believe that this is an education 
method of the future, it is something 
that both the children and the teachers 
need. A drama process is exceedingly 
developmental for many aspects of what 
makes us human. I speak about major 
personal and psychological development, 
empathy, knowledge of self and others 
and accepting yourself and others, being 
open and being able to work together and 
all of this in a safe environment where 
you’re free to experiment and express 
yourself, without prejudices, exclusion 
or competition. It has enriched me and I 
truly hope it will gain a bigger foothold 
in education worldwide and enrich many 
more others.
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7 - 11 December 2015
Karel de Groot Antwerp, Belgium
_________________________________
1 - 5 February 2016
Louvain la Neuve, Belgium
_________________________________
15 – 19 February 2016
Liège, Belgium
_________________________________ 
29 February - 4 March 
2016
Barcelona, Spain
_________________________________
29 February - 4 March 
2016
Universidad Católica de Valencia 
San Vicente Mártir, Valencia, 
Spain
_________________________________
11 - 15 April 2016
Stavanger, Norway
_________________________________
18 - 22 April 2016
Schwäbisch Gmünd, Germany
_________________________________
18 - 22 April 2016
Freedom and Citizenship in 
Europe, Santarém, Portugal
_________________________________
24 - 29 April 2016
Imagine, Create, Express- 
experiencing Danish pedagogy, 
outdoor living and art. 
UC South Denmark, Kolding, 
Denmark
_________________________________
16 - 20 May 2016
Discovering the environment-
learning, creating with all the 
senses. 
Haute Ecole de Namur-Liège-
Luxembourg (Henallux), Belgium
_________________________________
24 - 27 May 2016
Klingenthal, France
INTERNATIONAL 
WEEKS
SPRING MEETING
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